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The thesis explores the problem of multicultural 
education in predominantly white college composition 
classrooms. As a rule, proponents of multicultural 
education in the composition class envision ethnically and 
racially diverse learning environments. Since 
multiculturalism in these learning environments tends to 
reflect the life experiences of the students and thus is 
likely to enhance their learning experience, 
multiculturalism is approached as an intrinsic part of the 
students' experience. The teaching methods for 
multiculturalism in composition developed on the basis of 
these ethnically and racially diverse learning environments 
are then often transferred to predominantly white 
classrooms. However, this study finds that in predominantly 
white classrooms, which are ethnically and racially more 
homogeneous, the dynamics for multiculturalism in 
composition are very different and thus call for different 
approaches and rationales to the problem than are currently 
applied.
The study examines the currently applied approaches and 
rationales to multiculturalism in composition classes and
vi
draws from multicultural composition textbooks, research in 
composition pedagogy as well as information from students 
(through a survey conducted at the University of North 
Dakota).
The study attempts to define and to describe 
the problem which has not been defined yet— let alone 
discussed. As a solution to the problem, the study proposes 
a reexamination of the concept of multiculturalism and of 
multicultural education in their social context and argues 
for a pedagogy of cultural mediation. The main goal of the 
study, however, is to initiate and facilitate a discussion 
among scholars and teachers of composition about the problem 




We are looking for the pedagogical arts of the contact 
zone. These will include... a systematic approach to 
the all-important concept of cultural mediation.
Marie Louise Pratt, "Arts of the Contact Zone"
At the 1993 North Dakota Multicultural Spring 
Symposium, a number of educators gathered together to talk 
about goals and methods of multicultural education. Most of 
the discussions at the symposium centered around methods of 
foreign language instruction, resources and methods 
concerning multicultural education, curricular reform with 
the representation of ethnic groups in the curriculum as the 
major concern, and various international developments, such 
as the fall of the Berlin wall or the rise of xenophobic 
movements in Europe. Only a few sessions, however, seemed 
to discuss the specific cultural dynamics of the classrooms 
in which these curricula, resources, or methods concerning 
multicultural education were to be applied. Neither did the 
present crisis of multiculturalism seem to be of any 
particular concern to the Symposium organizers.
A similar tendency of approaching multiculturalism 
seems to have developed in college composition theory and 
practice. Methods and rationales concerning multicultural
1
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education in composition are only seldom explored with 
regard to their compatibility with the specific cultural 
dynamics of the classrooms. The most glaring absence in 
composition scholarship on multiculturalism seems to be the 
discussion of the cultural dynamics in predominantly white1 
classrooms and their impact on multicultural education in 
composition. Despite expectations and predictions to the 
contrary by various composition scholars and instructors, 
these racially and ethnically relatively homogeneous, 
predominantly white classrooms are not rare. Statistics 
show that the student population in higher education of 
almost half the states of the U.S. consists of only 10% or 
less "minorities" (Digest of Education Statistics 201). 
Apparently, there is a discrepancy between the expectations 
with regard to ethnicity and culture as expressed in our 
rationales and the ethnic and cultural make-up of our 
classrooms, which in turn renders our rationales and 
classroom dynamics. It is this incompatibility of our 1
1 After undertaking various attempts to elude the dichotomy 
between central and marginal or non-ethnic and ethnic as 
apparently represented in the terms "white" and "people of color," I have settled for these commonly used terms. I 
have tried to avoid the monolithic quality implied in the 
term "white." However, other terms, such as "majority" or "mainstream" do not alleviate the problem, either. I also 
lament that the term "white," often perceived as "lacking color" and thus ethnicity, seems to defy any investigation 
of its ethnic meaning and, therefore, appears to define the 
central reference point in multicultural discourse. I am 
hopeful though that the reader will consider my suggestion 
that the term "white" be understood as an ethnic category.
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concomitantly our methods incompatible with certain 
rationales, approaches, and methods concerning multicultural 
education— as it has commonly been understood in 
composition— with the cultural dynamics in predominantly 
white classrooms that summarizes the central concern of this 
study.
Oftentimes, these classrooms are described as 
"monocultural"— a term frequently used to describe 
situations which for their lack of racial and ethnic 
diversity are commonly not rendered multicultural. Yet, if 
the term "culture" is not understood as a strictly racial or 
ethnic concept, but as a "semiotic one, ... [as] webs of 
significance ... man himself has spun" (Geertz 
Interpretation 5), these classrooms can hardly be defined as 
"monocultural." For, they are interlaced with multifarious 
"webs of significance"; they are arenas in which academic 
culture and student cultures, such as Greeks and non-Greeks, 
urban, or rural students, etc. meet and interact.
The understanding of culture as a concept of race and 
ethnicity, however, is very prevalent in contemporary 
multicultural discourse. Accordingly, multiculturalism is 
generally understood as a movement accepting and exploring 
mostly racial and ethnic differences, typically as they are 
identified in the "other." Yet, rather than as a content- 
focused model of social and cultural interaction concerned
4
with what is commonly referred to as the "celebration of 
cultural diversity," multiculturalism and multicultural 
education need to be understood in the context of current 
social, cognitive, psychological, spiritual, cultural as 
well as economic and political developments. Considering 
the current developments toward a reconceptualization of the 
self as a social entity including the creation of what 
various cultural critics have identified as a "new 
consciousness," multiculturalism and multicultural education 
are better defined with the focus on creating this new 
mental and emotional consciousness that enables individuals 
to negotiate and mediate more readily between different 
realities. By attempting to break down dualistic paradigms 
in the individual and collective consciousness, individuals 
will be able to move more easily among differing concepts 
and ideas as they relate to racial, ethnic, gender, class, 
sexual, and other categories that constitute the identity of 
individuals.
However, more often than not, multiculturalism is 
understood as limited to racial and ethnic categories, 
frequently isolated from political and economic 
developments. This, in part, has led to the current crisis 
of multiculturalism: Instead of challenging unjust power 
structures and creating the conditions for people of various 
identities to share equally in economic and political power,
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multicultural discourse has perpetuated the prevailing power 
structures by reinforcing the dichotomy between "center" and 
"margin" in various ways. In multicultural education, this 
crisis situation has been reflected in the application of a 
remedial approach focusing on the students' alleged 
ignorance or need to "open" their minds.
The crisis of multiculturalism and multicultural 
education, of course, has not bypassed college composition 
despite numerous well-intended attempts by composition 
scholars and teachers to respond swiftly to current social 
and cultural developments. Thus, various problematic 
aspects of current multicultural discourse, such as the 
problematic construction of the "self" and the "other," have 
resurfaced in composition scholarship as well as in a number 
of so-called "multicultural readers."
In connection with the construction of the— mostly 
racial or ethnic— "other," in composition scholarship and in 
multicultural readers students of color tend to be 
encouraged to explore their experience as people of color 
while white students tend to be encouraged to explore the 
"other." As in multicultural discourse in general, 
whiteness as a socially and culturally constructed ethnic 
concept is absent from multicultural discourse in 
composition. Conseguently, urged to explore the "other,"
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white students are commonly addressed with a web of medical 
vocabulary, reflecting the remedial approach frequently 
applied in multicultural education.
The current tendencies in multiculturalism and 
multicultural education as they have recurred in composition 
have presented problems in teaching multicultural literacy, 
particularly in predominantly white classrooms. These 
problems include the students' resistance to 
multiculturalism, difficulties with the concept of race, or 
discrepancies between students' affirmations during the 
course and when the course has been completed. Oftentimes, 
these problems are expressed as frustrations with the 
students in connection with problematic judgments of the 
students' experience.
This study attempts to address and describe as well as 
explore possible reasons for the problems with 
multiculturalism in college composition, focusing on 
predominantly white classrooms. In order to determine the 
reasons for these problems, it is necessary to inquire into 
the cultural dynamics of the classroom as they relate to 
multiculturalism in composition and the ways in which the 
teaching approaches to multiculturalism correspond to these 
dynamics. Taking into account Pratt's observation that 
classroom situations tend to be described almost entirely 
from the point of view of the party in authority— the 
teacher, the study attempts to examine the cultural dynamics
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of the classroom while including the "pupiling" (Pratt 38)̂  
of the students here in form of a student survey concerning 
various aspects of multiculturalism as they relate to 
composition.
This examination of the cultural dynamics of the 
classroom as well as our reexamination of the concept of 
multiculturalism are essential for constructing a pedagogy 
that is able to realize the potential of multiculturalism in 
composition. The pedagogy I will propose for this purpose
is a pedagogy of cultural mediation and intersubjective 
sensitivity— a pedagogy that focuses on the mediation, that 
is the expression and creation of relationships, between 
various ideas, concepts, experiences, etc. This mediation 
is needed for individuals to move freely among the various 
concepts and ideas that constitute their identity without 
being obstructed by rigid boundaries. Ultimately, this 
mediation will help the individual to respond to the 
challenges of an inherently pluralistic literacy as well as 
to build what Anzaldua calls a "new mythos" or 
"consciousness."
This first chapter then provides an overview of the 
study and defines and introduces to the subject of the 1
1 "Pupiling" is a term Pratt uses to denote the classroom interactions as they take place from the point of view of 
the students (38).
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study. Chapter II explores the crisis situation of 
multiculturalism and concomitantly of the current approaches 
to multicultural education which also form the social 
context of multiculturalism as applied in composition. The 
third chapter inquires into the ways multiculturalism and 
multicultural education have been applied in composition 
theory and practice. It also attempts to identify problems 
of multicultural education in composition as they have 
occurred in conjunction with the crisis of multiculturalism 
in general. Chapter IV concentrates on the cultural 
dynamics in predominantly white classrooms, which the 
methods and approaches described in Chapter III are commonly 
applied to. The main focus of the chapter is on the 
"pupiling of the students" (Pratt 38) as it relates to 
multiculturalism in composition. The core of the chapter is 
the description and the interpretation of the survey 
results. The fifth chapter then reconsiders the current 
approaches and rationales to multiculturalism in composition 
and attempts to suggest alternatives, specifically a 
pedagogy of cultural mediation and intersubjective 
sensitivity, based on the findings concerning the cultural 
dynamics of the classrooms as explored in Chapter IV. 
Finally, the last chapter calls for the continuation of the 
dialogue about the specific cultural dynamics of our 
classrooms as they relate to multiculturalism in
9
composition, the initiation of which is the main purpose of 
this thesis.
II. MULTICULTURALISM AND MULTICULTURAL EDUCATION IN THEIR
SOCIAL CONTEXT
...a true multiculturalism— where different cultures 
and peoples each take a fair share of economic and 
political power— is not likely to happen soon. What we 
are seeing instead is a kind of 'false 
multiculturalism/ marked by leisure time celebrations 
of otherness without much disturbance of the status 
quo.
Richard Schechner, "Multiculture at School"
Dwelling on 'diversity' and multiculturalism (a 
euphemism for the imperializing and now defunct 
'melting pot') is a way of avoiding seriously 
dismantling Racism.... We want so badly to move beyond 
Racism to a 'postracist' space, a more comfortable 
space, but we are only prolonging the pain and leaving 
unfinished a business that could liberate some of our 
energies.
Gloria Anzaldua, "Haciendo caras, una entrada"
More often than not, the avant-garde has balanced its 
fascination with foreign others with miserly tokenism 
and/or disavowal of ... people of colour .... The 
problems and dangers of the current phase of 
multiculturalism lie in the apparent inability of 
many efforts to transcend this legacy of exploitation.
Coco Fusco, "Fantasies of Oppositionality"
Considering the numerous campaigns for social awareness 
of risks, rights, and forms of oppression particularly in 
the second half of the twentieth century, including the 
fight for the preservation of the depleting ozone layer,
10
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global problems in general, campaigns for the rights of 
women, homosexuals, all non-European races, etc., the 
popular notion of a "major cognitive revolution that is now 
under way" (Hanvey 166) seems plausible. According to 
Hanvey, an educator with a special interest in global 
education, for example, this cognitive revolution consists 
of a "shift from a pre-global to a global cognition." Pre- 
global cognition, Hanvey argues,
is characterized not only by a constricted view of the 
future but by a relatively simple theory of linkages 
between events, a linear theory in which some things 
are causes and other things are effects. This theory 
leads in its most exaggerated and magical form to the 
conclusion that conditions are the results of single 
causes, sometimes personified. (166)
For the emergent global cognition Hanvey expects to see the 
focus on the consideration of long-term consequences and the 
understanding of events in "the more complex light of 
systems theory." Also, and particularly relevant for the 
issue of multiculturalism, "social goals and values are made 
explicit and vulnerable to challenge ..." (166). Although 
far from achieved, as Hanvey observes, "the transition is 
under way, driven by the convergent energies of a variety of 
social movements" (166).
Probably in conjunction with these changes and present 
social movements, various cultural critics have observed and
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described a new spiritual and psychological development— a 
new consciousness— that is in the process of forming. Trinh 
T. Minh-ha, for example, defines her vision of this new 
consciousness as
... a different terrain of consciousness [that] has 
been explored for some time now, a terrain in which 
clear cut divisions and dualistic oppositions such as 
science versus subjectivity, masculine versus feminine, 
may serve as departure points for analytical purposes 
but are no longer satisfactory if not entirely 
untenable to the critical mind. (372)
Similarly, Anzaldua, another cultural critic, explores "... 
an 'alien' consciousness [that] is presently in the making—  
a new mestiza consciousness,.... It is a consciousness of 
the Borderlands" (Borderlands 77). This new consciousness, 
Anzaldua explains, is "a product of the transfer of the 
cultural and spiritual values of one group to another" (78). 
Like Trinh's concept of the new consciousness, Anzaldua's 
notion focuses on the capability of mediating and "uniting" 
phenomena that "collide." Thus, "the work of the mestiza 
consciousness is to break down the subject-object duality 
that keeps her a prisoner and to show in the flesh and 
through the images in her work how duality is transcended" 
(80). This work— "a massive uprooting of dualistic thinking 
in the individual and collective consciousness" (80)— is 
also what Anzaldua sees as the core of a solution to the
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problem between whites and people of color as well as 
between men and women.
For bell hooks, the question of the new consciousness 
centers around the complex and most difficult process of 
decolonizing the colonized mind. Her central concern is 
thus similar to Anzaldiia's and Trinh's:
How do we create an oppositional worldview, a 
consciousness, an identity, a standpoint that exists 
not only as that struggle which also opposes 
dehumanization but as that movement which enables 
creative, expansive self-actualization? (15)
Drawing on Freire's theory of conscientization, hooks then 
suggests that this process of becoming a subject "...emerges 
as one comes to understand how structures of domination work 
in one's own life, as one develops critical thinking and 
critical consciousness, as one invents new, alternative 
habits of being ..." (15).
All these concepts of the new consciousness— whether 
described as a terrain in which dualistic oppositions are no 
longer tenable to the critical mind (Trinh), the mestiza 
consciousness (Anzaldua), or, in hooks' terms, as a 
consciousness that fosters creative self-actualization— are 
in many ways closely related to Freire's concept of 
conscientization, a process that at the same time is the 
means and the goal of the struggle for humanization. 
Specifically, conscientization, according to Freire, is the
14
process of searching for the self as subject through 
critical thinking and thus dialogue so that the subject, 
conscious of her or his consciousness and its formation, can 
take an active part in the creation and re-creation of 
social reality.
Corresponding to these notions of a "new" or "critical" 
consciousness, anthropologists have observed what Geertz 
calls "the refiguration of social thought ... [caused by a] 
culture shift" (Knowledge 19). Geertz gives the following 
account of this refiguration of social thought:
A number of things, I think, are true. One is that 
there has been an enormous amount of genre mixing in 
intellectual life in recent years, and it is, such 
blurring of kinds, continuing apace. Another is that 
many social scientists have turned away from a laws and 
instances ideal of explanation toward a cases and 
interpretation one .... Yet another is that analogies 
drawn from the humanities are coming to play the kind 
of role in sociological understanding that analogies 
drawn from the crafts and technology have long played 
in physical understanding. Further, I not only think 
these things are true, I think they are true 
together ...." (19)
Defining the significance of this refiguration, Geertz
continues:
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It is a phenomenon general enough and distinctive 
enough to suggest that what we are seeing is not just 
another redrawing of the cultural map— the moving of a 
few disputed borders ...— but an alteration of the 
principles of mapping. Something is happening to the 
way we think about the way we think. (20)
All these notions— the mestiza consciousness, the critical 
consciousness, the process of conscientization, as well as 
Geertz' observation of a change in the way we think about 
our thought processes— seem to be based on the assumption 
and vision of breaking down dualistic thinking, for example, 
between subject and object, between self and other.
According to the observations and visions of these cultural 
critics, anthropologists, and educators, dualistic thinking 
is in the process of turning into a thinking in continuums 
that allows people to move more freely among ideas, 
categories, and concepts without rigid boundaries.
However, multiculturalism is commonly defined as a 
content-focused model of social and cultural interaction 
concerned with what is generally called "the celebration of 
cultural diversity" and acceptance and exploration of 
cultural "differences" or as a concept defining the national 
identity. In this model, culture is usually defined as an 
ethnic, racial, or national concept. Less freguently, if 
understood in a broader sense, class, gender and sexuality 
are included as well. For the most part, the differences
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among these various racial, ethnic, or national groups 
provide the content and simultaneously the focus of the 
model. Concomitantly, multicultural education is usually 
defined as the teaching about these cultural "differences" 
as a rule through "requiring a foreign language, an 
international course or ... more history" (Woyach 4). Yet, 
it seems that multiculturalism and multicultural education 
need to be understood in the context of the cognitive, 
social, psychological, spiritual, and cultural developments 
as described by Anzaldua, hooks, Freire, Geertz, and others. 
After all, in order to be effective, that is in order to 
create the conditions that make it possible for different 
cultures to take an equal and fair share in economic and 
political power, multiculturalism will need to address all 
these dimensions of human existence. In this sense, rather 
than as a content-focused model, multiculturalism and 
multicultural education would better be defined with a focus 
on creating a "new mental and emotional consciousness that 
enables people to negotiate more readily new formations of 
reality" (Wurzel 26).
Fostering this new mental and emotional consciousness 
in education means— among other things— helping students 
discover that they "can't hold concepts or ideas in rigid 
boundaries" (Anzaldua, Borderlands 79). It also means 
creating the conditions in which the students can be 
flexible and "stretch ... [their] psyche[s] horizontally and
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vertically" (Anzaldua, Borderlands 79), because, as Anzaldua 
illustrates, the person working on this new consciousness 
constantly has to shift out of habitual formations; 
from convergent thinking, analytical reasoning that 
tends to use rationality to move toward a single goal 
(a Western mode) to divergent thinking, characterized 
by movement away from set patterns and goals and toward 
a more whole perspective, one that includes rather than 
excludes. (Borderlands 79)
Anzaldua also suggests ways of coping with the development 
of this new consciousness:
The new mestiza copes by developing a tolerance for 
contradictions, a tolerance for ambiguity .... She 
learns to juggle cultures. She ... operates in a 
pluralistic mode— nothing is thrust out, the good the 
bad and the ugly, nothing rejected, nothing 
abandoned. (Borderlands 79)
This understanding of multiculturalism as a process, as the 
creation of a "new mythos" or consciousness— "a change in 
the way we perceive reality, the way we see ourselves, and 
the ways we behave" (Anzaldua, Borderlands 80)— is seldom 
part of multicultural discourse and practice, particularly 
in education.
Understood as a content-focused model disseminating 
information about the "other" and celebrating the 
"diversity" and the "differences" of "other" cultures rather
18
than as the creation of a new individual and collective 
consciousness, multiculturalism and multicultural education 
have recently been facing a crisis situation for various 
reasons identified by several cultural critics.
First, the discourse around multiculturalism has 
essentially excluded a discussion and questioning of the 
Western notion of identity and self. Yet, as Trinh 
demonstrates, this notion is closely connected to "the 
self/other relationship in its enactment of power relations" 
(371). Trinh explains:
Identity as understood in the context of a certain 
ideology of dominance has long been a notion that 
relies on the concept of an essential, authentic core 
that remains hidden to one's consciousness and that 
requires the elimination of all that is considered 
foreign or not true to the self, that is to say, not-I, 
other. In such a concept the other is almost 
unavoidably either opposed to the self or submitted to 
the self's dominance. (371)
This opposition of self and other is based on a binary and 
dualistic framework of thinking and consciousness and has 
thus lead to the objectification of people with devastating 
consequences. As Michelle Cliff explains,
Through objectification— the process in which people 
are dehumanized, ... given the status of Other— an 
image created by the oppressor replaces the actual
19
being. The actual being is then ... denied selfhood—  
which is after all the point of objectification. (272) 
Thus, multicultural discourse, commonly centered around the 
"other" and their "differences" and "diversity," has 
perpetuated the objectification of people as "other" 
although, as Barbara Christian points out, "many of us 
[people of color] have never conceived of ourselves as 
somebody's other" (317). Eguating "other" with people of 
color, much of multicultural discourse has merely reproduced 
the existing power structures with white culture being the 
central reference point, in the position to define the 
"other" and to set the standards according to which people 
belong to the "other." Not only has multicultural discourse 
reproduced the existing power structures, but according to 
several cultural critics, such as Anzaldua, hooks, Trinh, 
and Fusco, it also has co-opted and exploited the discourse 
on race and culture in order to ensure the present power 
structures. Fusco, for example, maintains:
... the 'socially conscious' institutional engagement 
in 'discovery' of the 'other' is also ... an engagement 
in collective amnesia of past entanglements and, in 
more recent memory, of dismissive rejection. Although 
the promotional mechanisms would have it otherwise, 
there is nothing new about the so-called 'other' or its 
discovery. Western cultural institutions ... have a
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history of rejuvenating themselves through the
exploitation of disempowered peoples and cultures.
(81)
In conjunction with this problematic discourse on the 
"other," proponents of multiculturalism in their attempts to 
"celebrate differences" also often apply the term 
"difference" in the apartheid sense of the word, "not as a 
tool of creativity to question multiple forms of repression 
and dominance, but as a tool of segregation, to exert power 
on the basis of racial and sexual essences" (Trinh 372).
This practice of members of the dominant culture defining 
the "other" or their "differences," however, has rarely been 
questioned in the multicultural movement. Oftentimes, facts 
about cultural "differences" are disseminated or celebrated 
without asking "who is sponsoring the party and who is 
extending the invitations. For who is controlling this new 
discourse" (hooks 54)? Yet, these questions are important 
to ask in order to reveal the purpose and the intentions as 
well as the effects of this discourse on its subjects. 
Corresponding to this differentiation between the central 
reference point (white culture) and the "other," 
multicultural discourse has not explored whiteness in 
general, let alone from a perspective of difference. 
Uncovering the implications of the discourse on "otherness, 




In far too much contemporary writing ... race is always 
an issue of Otherness that is not white; it is black, 
brown, yellow, red, purple even. Yet only a 
persistent, rigorous, and informed critigue of 
whiteness could really determine what forces of denial, 
fear, and competition are responsible for creating 
fundamental gaps between professed political commitment 
to eradicating racism and the participation in the 
construction of a discourse on race that perpetuates 
racial domination. (54)
Fusco suggests a similar significance of this absence in the 
discourse around "difference" and "otherness":
Racial identities are not only black, Latino, Asian, 
Native American, and so on; they are also white. To 
ignore white ethnicity is to redouble its hegemony by 
naturalizing it. Without specifically addressing white 
ethnicity, there can be no critical evaluation of the 
construction of the other. (91)
Another frequent absence in multicultural discourse is 
the discussion of what Fusco calls "the segregated division 
of labour" (82) in multicultural efforts in which white 
institutions assume control over the discourse on race and 
culture by soliciting "token Third World intellectuals" to 
provide "authentic" or "experiential" testimony or to 
develop theories on the "problem of the other" for white 
institutions. According to Fusco, "these divisions
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contribute to the continuation of cultural apartheid 
regardless of multicultural veneer" (82). Considering these 
tendencies of structured absences and the use of frameworks 
of cultural domination in the discourse on multiculturalism, 
Anzaldua's claim that multiculturalism is merely a euphemism 
for the "melting pot" concept (Haciendo caras xxii) seems as 
plausible as Fusco's observation that "fears exist, within 
Third World organizations, that the current multicultural 
impetus will ultimately hurt, not help them" (82).
The second circumstance that has contributed to the 
crisis situation of multiculturalism can be described as the 
isolation of cultural phenomena and concomitantly the 
failure of multicultural discourse to address the 
contradictions, misunderstandings, emotions, and 
difficulties of the processes of cultures clashing, 
overlapping, or pulling away from each other. A discussion 
of situations in which cultural, social, economic, and 
political conflicts overlap is oftentimes excluded from the 
discourse.
This tendency is reflected in the metaphors and their 
underlying concepts the multicultural movement has 
developed, such as "salad bowl," "vegetable soup," "mosaic," 
or "cloth with an ever changing design." These metaphors 
have mostly been developed with the attempt to avoid the 
domination/subordination pattern of the concept of the so- 
called "melting pot," according to which the "different"
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cultures were required to "melt," that is to assimilate, 
into the "mainstream" while adopting its norms and values.
As history has shown, the concept could hardly be feasible 
or desirable for every culture and has extracted a high 
price in form of slavery, apartheid, physical extermination, 
removal to reservations, and other forms of exclusion. The 
multicultural concepts ("salad bowl," "mosaic," etc.) were 
initially intended to provide an alternative to the 
"melting pot." Hata, for example, expresses this intention 
in her interpretation of the "salad bowl" metaphor:
Each individual ingredient in the perfect salad must 
be fresh, full of individual colors and zesty 
individual flavors. The dressing binds the diversity 
into unity. We are, after all, all Americans and that 
is the dressing that binds us all together.
(qutd. in Core Curriculum 8) 
However, the metaphor and its underlying concept, similar to 
that of the "vegetable soup," leave open important political 
questions. For example, what does the dressing or the broth 
that permeates all the ingredients and "binds the diversity 
into unity" consist of? Is it the Americanness? How would 
the Americanness be defined? Is it the political system 
such as the Constitution and the Bill of Rights? Who (what 
culture) initiated it for what purposes and under what 
circumstances? Do all ingredients like to be permeated by 
the same dressing? There are different kinds of dressing—
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which one will be chosen? Who will choose? The "majority" 
or "mainstream"?
The seemingly most popular metaphor, the "mosaic," and 
its underlying concept leave open similar questions.
Implying that all pieces fit next to each other and 
oftentimes have approximately the same size, it does not 
answer the question of the feasibility of this "fitting 
concept" applied to human cultures. Also, what will the 
mortar be that the pieces are laid in? Neither does the 
concept leave much room for cultural and social dynamics. 
Once in mortar, are the pieces going to be stuck? What part 
in the design are the individual pieces going to have?
Lacking any association with the economic, social, and 
political consequences of the human ability to form unique 
cultures, most of the metaphors and concepts the 
multicultural movement has developed seem to have the sweet 
and deceptive taste of food, art, or leisure activities 
creating the impression of a multicultural society being an 
everlasting street festival "celebrating cultural 
diversity." Putting it candidly, none of the concepts, for 
example, explains to the worker who has lost her or his job 
due to cheaper immigrant labor how to celebrate the cultural 
diversity represented by that specific immigrant. Instead, 
such displays of multiculturalism seem devoted to the fairy­
tale like utopian touch of simple and pure harmony rather 
than to the economic, social, and political interests,
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conflicts, and contradictions that permeate the basis of any 
multicultural society. Therefore, I have come to 
distinguish multiculturalism limited to this form as "fairy­
tale” multiculturalism.
These metaphors and their underlying concepts of 
multiculturalism oftentimes also form the basis for 
multicultural education. For example, I have seen course 
descriptions of multicultural composition classes that 
announced the recognition of the "fact" that the 
multicultural society of the USA is a "mosaic" rather than a 
"melting pot" as part of the course goal. However, 
regardless of a person's choice between the different 
concepts of multiculturalism, it ultimately is a value-laden 
decision. What these metaphors and concepts represent is 
nothing less than the question about the present and future 
national identity of a multiethnic and multiracial society. 
The concepts reflect the supporters' assumptions and beliefs 
about the degree to which individual ethnic and racial 
groups have the right to maintain their distinctive 
identities with all the consequences including the question 
of how these rights relate to each other. The metaphors and 
concepts also reveal their supporters' beliefs concerning 
the extent to which the different ethnic and racial groups 
with their different cultural and social values will have a 
share in the economic and political power. Yet, the 
ultimate implication of these metaphors and concepts with
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regard to the economic and social status and situation of 
the different groups typically remains absent from the 
discourse in multicultural education.
In addition to the "fairy-tale" approach of celebration 
with the focus on trying various national foods and watching 
people perform their "authentic" national dances in their 
"authentic" costumes, multicultural education is often 
approached with a preoccupation with curricular reform.
This reform as a rule focuses on the revision of the 
curriculum attempting to include more "facts" about the 
"other" (various nations, races, and ethnic groups) 
oftentimes with little consideration of whose perspectives 
these "facts" reflect, or without critical questions, such 
as:"... who is controlling this new discourse? Who is 
getting hired to teach it, and where? Who is getting paid 
to write about it" (hooks 54)? The effects of these 
representations of "facts" on the promotion of certain power 
structures remain unexplored. Yet, as Fusco summarizes,
The recent multicultural events appear to be attempting 
to break down this [institutionalized] segregation by 
including works ... by people of colour, and by a 
renewed theoretical focus on the so-called other.
These events are, nonetheless, situated within a 
terrain that has been historically exclusionary.
Endemic to this history are structured absences that 
function to maintain relations of power. To put it
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bluntly, no one has yet spoken of the 'self7 implicit 
in the 'other7, or of the ones who are designating the 
'others7. Power, veiled and silent, remains in 
place. (90-91)
Not only do power structures remain "veiled” and "silent," 
but this practice of multicultural education as "the 
teaching of cultural differences or, even more simply, 
historical and geographical facts ... runs the risk of 
reinforcing negative cultural stereotypes" (Wurzel 25).
Neither does this approach to multicultural education 
offer any insights into ways of constructively using 
cultural conflicts in the learning process. For example, I 
remember discussing meanings, problems, and approaches to 
multicultural education at the North Dakota Multicultural 
Town Meeting (part of the North Dakota Multicultural 
Symposium 1993) when one woman— an English and ESL teacher 
at a high school— voiced her concern about parents who 
complained about her devoting more time to new immigrant 
children and thus possibly spending less time and energy 
with the other children. Yet, the summarizing discussion 
responded neither to the cultural conflict she was dealing 
with nor to the outcry of another woman who had visited 
other conferences on multiculturalism and was desperate for 
practical results. Instead, the discussion focused on 
"multicultural awareness weeks," increased representation of 
racial and ethnic groups in the curricula, and writing to
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the senators and other political representatives for bigger 
budgets to finance multicultural education.
Another factor that has contributed to the crisis of 
multiculturalism and multicultural education is the 
rationale typically applied to it. There is probably no 
student in the United States who has not seen or read 
articles lamenting the students' alleged lack of global or 
multicultural awareness. On an almost regular basis, 
students encounter statistics forwarded by distressed 
educators' or other committees showing "Americans' dangerous 
incompetence in foreign languages" and their "dangerously 
inadeguate understanding of world affairs" (President's 
Commission 7). The President's Commission on Foreign 
Languages and International Studies of 1979, for example, 
found that forty percent of twelfth graders were unable to 
locate Egypt on the map; twenty percent were unable to 
locate France or China and so on (President's Commission 3). 
Findings like these occur in almost innumerable similar 
institutional studies like that by Steven Sacco at Michigan 
Technological University. In his investigations, Sacco 
discovered that
only forty percent of the subjects knew that the West 
was the major concern of the Warsaw Pact... twenty- 
three percent of the students were unable to name the 
Sandinistas as the enemies of the Contra rebels despite
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the... allotment of millions of taxpayers7 dollars to 
help those rebels. (239)
Popular magazines like Time or Newsweek do their share to 
flood students with similar statistical concerns.
More often than not the suggested remedies for the 
students7 alleged ignorance are content-focused programs, 
such as the requirement of additional history, geography, or 
global studies courses, with the focus on representations of 
ethnic and racial and/or national diversity, whereby 
quantitative considerations commonly outweigh qualitative 
ones. Sometimes a delicate suggestion like "they probably 
must also see that knowing more about the global environment 
can help them to succeed in life" (Woyach 4) is ventured. 
Yet, hardly ever are the reasons for this often lamented 
phenomenon of the students7 alleged ignorance explored.
There are not too many projects that study comprehensively 
the impact of various social, geographical, psychological, 
political, economic, or anthropological factors on the 
multicultural development of students in the United States. 
While such a project would more than likely require a 
thorough cooperative investigation by sociologists, 
anthropologists, and educators, worthwhile considerations in 
such an investigation seem to be the effects of the rather 
strict racial, ethnic, and class segregation in many cities 
and areas in the United States, the effects of the fact that 
the United States politically, economically, and militarily
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considers itself a "super power" (the maintenance of a 
culture's super power position surely has certain effects on 
the socialization— including the multiculturalization— of 
its members), or the difference (conditioned by geographical 
factors such as relative isolation) in the socialization 
process of, for example, European children from that of 
American children. These, however, are merely a few of the 
factors that educators need to consider in order to turn 
multicultural education from a fairy-tale utopia into a 
fruitful conscientization process for the students.
III. MULTICULTURALISM AND COMPOSITION: CURRENT APPROACHES
AND RATIONALES
What is the place of unsolicited oppositional 
discourse, parody, resistance, critique in the imagined 
classroom community? Are teachers supposed to feel 
that their teaching has been most successful when they 
have eliminated such things and unified the social 
world, probably in their own image? Who wins when we 
do that? Who loses?
Marie Louise Pratt, "Arts of the Contact Zone"
As the struggle over Brodkey's first-year composition 
curriculum at the University of Texas, Austin, and the 
acrimonious debate between Hairston and Trimbur, Wood, 
Stickland, Thelin, Rouster, and Mester about "diversity" and 
"ideology" in the writing class in the recent edition of 
College Composition and Communication seem to testify, 
composition theory and practice has not ignored 
multiculturalism. And for various reasons it can't. Most 
significantly, multiculturalism with its multiple 
perspectives or, in hooks' words, "multivocality," offers a 
rare potential for fostering critical thinking by, for 
example, inspecting, comparing, contrasting, analyzing, and 
synthesizing the different perspectives, and abstracting 
theories from them as well as applying theories to these
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disparate perspectives. Joining in and experiencing how the 
participants of the dialogue, or better "polylogue," of 
multicultural discourse use language and rhetoric to 
construct reality, the students would find themselves in an 
ideal context for the development of this critical 
thinking— "thinking which perceives reality as process, as 
transformation, rather than a static entity" (Freire 81).
As Freire demonstrates, "only dialogue, which requires 
critical thinking, is also capable of generating critical 
thinking" (81).
Participating in this polylogue, the students could 
also discover "the joy of being polyphonic, ... [of being 
able] to appeal to different audiences" (hooks 228). In 
addition, the polylogue with its multiple perspectives can 
provide students with a source for creating a "new mythos" 
or consciousness that enables them to move freely across 
borders between ideas and concepts, to break down dualistic 
paradigms, and to develop a "tolerance for contradictions, a 
tolerance for ambiguity" (Anzaldua Borderlands 79). Thus, 
the students would be able to participate consciously in 
what Geertz and others have identified as the "refiguration 
of social thought," the construction of the self as a social 
entity.
Another reason why composition cannot ignore 
multiculturalism is that composition seems to be a 
discipline that draws from various fields while attempting
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to build a pedagogy, specifically a multicultural pedagogy, 
that is based on exploring the intricacies of human 
interaction in the writing, reading, teaching, and learning 
processes. For the composing process as well as the process 
of teaching composition depend to a large extent on social 
(including intercultural) interaction. LeFevre, for 
example, shows that the writing process and in particular 
invention "is better understood as a social act, in which an 
individual who is at the same time a social being interacts 
in a distinctive way with society and culture to create 
something" (1). This understanding of invention is based on 
the research of various theorists like Geertz, Buber, 
Durkheim, Booth, and others whose findings show, for 
example, that the self that invents is socially constituted, 
that the language the individual uses to invent is equally 
socially constructed, and that the invention process is 
enabled and influenced by an imagined construct of a social 
audience with a set of beliefs, norms, and perspectives. In 
addition, LeFevre reminds us of the impact of social 
collectives (for example the expectations, prohibitions, or 
the promotion of certain projects by institutions) on the 
process of invention as well as on the evaluation of its 
results (33-35).
Moreover, as Brandt shows in her attempt to reclaim 
"social involvement as the basis of literate experience and 
literate knowledge" (109), literacy constitutes "the most
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social of all imaginable practices" (1). In fact, it is 
"hypersocial" (1). A major reason for this social dimension 
of literacy, Brandt argues, is the circumstance that 
"functionally speaking, ... it [literacy] epitomizes the 
role of culture in human exchange and condenses into the 
channels of reading and writing some of the most crucial of 
our joint enterprises" (1). Thus, ultimately, "to read and 
to write is to trade heartily— inescapably— on commonality 
and collectivity" (l)1.
Accordingly, producing and interpreting texts, readers 
and writers engage in various social (also intercultural) 
acts which reguire a number of social abilities, such as 
seeing "a kind of double meaning in written language: an 
ability to see not merely what a text is saying but what it 
is saying about you, that is, what it is saying about what 
you need to be doing next as a reader or writer" (35). 
Conseguently, literacy is not only social because of the 
communication between reader and writer, but also because of 
the metacommunication they engage in through a text.
1 Brandt focuses on school literacy, specifically the ability to read and write texts, while pointing out that 
literacy is not limited to reading and writing but to be understood— in Pattison's words— as a "broad consciousness 
of the problems posed by language" (10). Her focus, 
however, reflects her practical concern that many Americans 
do not own the ability to read and write, despite many years 
of schooling. The major achievement of her work is thus 
uncovering the reasons for this failure largely in an underestimation of the social dimension of literacy.
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From the point of view of this process perspective on 
literacy and writing, literacy is about the creation of 
"intersubjective contexts," about the "weness," of reading 
and writing. A pedagogy constructed to teach the "weness" 
of the "most social of all imaginable practices" (Brandt 1) 
certainly cannot ignore major social and cultural 
developments such as multiculturalism as they occur inside 
and outside of the classroom.
Furthermore, as Brandt demonstrates, "because literacy 
is sustained not in texts but in readers and writers, 
literate culture is, by necessity, pluralistic" (117). If 
we acknowledge that many different voices of all kinds of 
backgrounds take part in the most social activity of 
literacy, it becomes apparent that any composition class is 
inherently multicultural. Also, the teacher and the 
students themselves add to the multicultural dimension of 
the classroom by bringing in the values and beliefs of their 
various backgrounds and cultural groups. These cultural 
groups are not limited to ethnic, national, or racial 
groups, but include other contexts from which people make 
meaning (e.g. student, academic, rural, urban, etc.) as 
well. If we decide for a conscious approach to this 
multiculturalism in our classrooms, we need to initiate a 
discussion of what multiculturalism in composition actually 
entails, how it corresponds to the specific cultural 
dynamics in the classroom, what role(s) it plays, how we
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understand it, and how our understanding or misunderstanding 
of it shapes our approaches and methods of teaching 
multicultural literacy.
Multiculturalism in general and in composition pedagogy 
in particular is more often than not understood as referring 
to ethnic, racial, or national diversity usually with the 
focus on the "other." Thus, most textbooks that carry the 
label "multicultural reader" (for example Ourselves Among 
Others, Across Cultures, Writing About the World, Crossing 
Cultures, One World, Many Cultures, etc.) concentrate on 
writings by or about representatives of either various 
nations in the world or various racial and ethnic groups 
within the United States. McLeod, Bates, Hunt, Jarvis, and 
Spear, the authors of Writing About the World, for example, 
"focus on world cultures" (v) with the intention to help 
students with their "understanding of the complexity and 
richness of other cultures" (v). Similarly, Gillespie and 
Singleton, the authors of Across Cultures, conceive of their 
reader with the "guiding image of a reaching out" (xv). 
Considering the observations of various cultural critics 
like Fusco, hooks, Trinh, and others about the problematic 
implications of the multicultural discourse around the 
"other," these readers with their argument about the need 
for "outreach" to the "other" run the risk of merely 
ensuring the central reference point for whites in the power 
struggles of multicultural policy.
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Although these textbooks are advertised as 
multicultural readers, few of them address aspects of the 
crisis of multiculturalism. A critique of multicultural 
policy or discourse is generally absent. Neither do the 
textbooks devote any major attention to the contradictions, 
emotions, conflicts, and misunderstandings that occur when 
cultures interact in various forms. Gillespie and Singleton 
in Across Cultures, for example, approach these problems 
only by recognizing that they cannot and do not attempt to 
"hide the difficulties and suffering sometimes caused by 
cultural diversity" (xvii; emphasis added). Cultural 
diversity seems to be the only "cause" Gillespie and 
Singleton identify to explain these "difficulties." 
Consequently, the authors believe that "these difficulties 
can be reduced when people know more about others and 
therefore are more accepting of them" (xii). Other probable 
causes of these "difficulties" such as certain economic or 
political interests are not explored. The discussion of 
cultural conflicts overlapping with social, economic, and 
political conflicts is generally absent from the 
multicultural discourse these textbooks promote.
With regard to their rationales and intentions, many of 
the textbook authors encourage students to "write about 
important ideas associated with world cultures" to remedy 
their "lack of knowledge about the rest of the world"
(Writing about the World), to "become better informed about
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our 'global village'... writing about the larger world”
(Ourselves Among Others), or "to look beyond their own 
society and culture" (Across Cultures). Many of the books 
attempt "to challenge accepted beliefs by asking students to 
consider the lives, ideas, aspirations— and prejudices— of 
people who are very different from them" (Crossing 
Cultures). Oftentimes, these "challenges" or "invitations" 
are motivated more or less explicitly by the assumptions of 
Americans' lack of knowledge or their ignorance about the 
"other" (countries or ethnic groups). Gillespie and 
Singleton, for example, guoting Ronald Takaki, a Berkeley 
professor of ethnic studies, identify the "need to open the 
American mind to greater diversity" (xvii), obviously 
assuming the students come with "closed" minds that 
instructors need to open.
Another well-intended consideration for multicultural 
education in composition stated by textbook authors is 
freguently based on the claim that the racial and ethnic 
diversity of the United States increases consistently. 
Gillespie and Singleton, for example, refer to the 
expectation that the proportion of immigrant New Yorkers may 
exceed the historic 1910 high by the end of the millennium 
(xvi). The authors then base their textbook on the 
assumption that "these numbers and this diversity are 
reflected in our schools" (xvi), which, however, according
39
to several education statistics, is not necessarily the case 
in many college composition classes.
Similarly expecting an "increasing cultural diversity 
in [their] classrooms" (Dean 23), many scholars tend to 
focus on students other than white Americans when discussing 
the impact of the students' cultural and social background 
on certain aspects of the teaching process and the students' 
learning experience. Grant and Gomez, for example, point 
out that "unfortunately, we have ample documentation of the 
failure of schools to honor the cultural identity of diverse 
learners" (34). They then identify these "diverse learners" 
as students of color (including all kinds of colors, except 
white) implying between the lines that the cultural identity 
of non-diverse learners (whoever they may be, presumably 
white) is always honored and that there are no absences in 
studying the impact of these students' social and cultural 
background on their learning experience. Yet, those of us 
who have tried to explore the correlations between the 
social and cultural background of white rural students, for 
example, and the teaching and learning process in 
composition, know that these absences exist. Grant and 
Gomez then advance "three principles for the teaching of 
writing in multicultural [meaning multiethnic and 
multiracial, referring to 'students of color'] classrooms," 
the most crucial of which appears to be the proposal that 
"the curriculum ... focus on the lives of the students and
*
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their cultural and community contexts as sources of topics 
for writing" (36). With regard to white students, however, 
this suggestion is hardly ever part of the discussion. On 
the contrary, in a variety of multicultural readers, white 
students are oftentimes "invited" to "look beyond their own 
society and culture" (Gillespie and Singleton xv). Neither 
are students of color encouraged to explore white culture 
from their perspective.
San Miguel also studies identity problems of students 
of color, focusing on Hispanic students, and finds that they 
have "an awareness of their own cultural identity, but at 
first they need a little help trusting themselves enough to 
express that awareness. This is where we writing teachers 
come in" (9). Very rarely do scholars express similar 
concerns with regard to white students assuming that white 
students experience no difficulties concerning their 
cultural identity. Allaei and Connor's study on student 
background and culture and their relevance for collaboration 
in the writing classroom likewise focuses on racially and 
ethnically diverse students (non-native English speaking 
students) reaffirming the tendency among a number of 
scholars to focus on students "other" than white Americans 
in their explorations of the correlations between the 
students' cultural and social background and the teaching 
and learning process.
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No doubt, these studies are invaluable in exploring the 
complex cultural dynamics in ethnically and racially diverse 
classrooms and provide much needed explanations of cultural 
and social reasons for students of color withdrawing from 
their educational experience or even deciding not to extend 
their educational experience into higher education. For, 
while it is usually accepted that U.S. society is becoming 
more and more culturally pluralistic, such is not 
necessarily the case any more with regard to the campuses of 
many U.S. universities. For example, "enrollment patterns 
for the 1980s reveal a decrease in the percentage of the 
degrees awarded to African Americans and Latinos" (Garcia 
and Pugh 215). This decrease certainly reaffirms the 
necessity of such studies if the "extraordinary social 
experiment," as Rose describes it, that is, "the attempt to 
provide education for all members of a vast pluralistic 
democracy" (238), is to succeed.
However, the relatively low number of students of color 
in the population of higher education also indicates that 
few multiethnic or multiracial college composition 
classrooms exist as of now. Yet, scholarship on 
multiculturalism in composition more often than not 
envisions racially and ethnically diverse rather than 
relatively homogeneous, predominantly white learning 
environments. Therefore, the instructors of these 
predominantly white classrooms who plan to work consciously
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with multiculturalism in composition need to develop a 
repertoire of theoretical and practical ideas and concepts 
reflecting the specific situation in their classrooms to 
make such an undertaking successful. However, descriptions 
of current approaches and rationales to multicultural 
education in composition more often than not do not pay any 
particular attention to the cultural and multicultural 
dynamics of the classroom. With the good intentions of 
preparing the students for their present and future 
interaction in a multicultural world, some instructors seem 
to hurry to apply the available approaches although these 
may be based on very different— oftentimes multiracial and 
multiethnic— classroom situations.
While the rationale for multicultural education 
(commonly meaning multiracial and multiethnic education) in 
multiracial and multiethnic classrooms tends to be based on 
providing the students with opportunities to draw on their 
ethnic and racial background, multiculturalism for white 
students is often rationalized with a web of what Rose calls 
"medical vocabulary." As I have shown before, this medical 
vocabulary is particularly prominent in multicultural 
readers, whose authors tend to identify the students as 
"deficient" in that they lack knowledge about and 
sensitivity toward other cultures (nations, races, and 
ethnic groups) and then attempt to "remedy" these 
"deficiencies" with multiculturalism. Although certainly
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well intended, this might not necessarily be the most 
sensitive way of approaching the students with this issue; 
yet sensitivity as part of literacy as social involvement 
(Brandt) seems to be a key ingredient of what we are aiming 
at in composition.
A clear example of this approach— I will call it the 
"remedial approach"— is Kehrer, Hunter, and McGlynn's 
project of "Internationalizing Freshman Composition I and II 
through Literature and Film" at Valencia Community College 
in Orlando. Kehrer and her colleagues ambitiously chose a 
"world centered approach" in their composition classes on 
the basis that they as instructors decided that citizens and 
thus their students "need greater understanding and 
acceptance of cultural practices" (360). Yet, the 
instructors did not consider it necessary to inform the 
students about their decision concerning the students' needs 
when the students registered for the classes: "on 
registration print-outs cross-cultural sections were listed 
with traditional approach sections, so students were not 
aware of having registered for 'special' courses until they 
arrived in the classrooms" (360). Undoubtedly, the cross- 
cultural approach Kehrer and her colleagues chose for their 
composition courses enhanced the writing experience of those 
students who found that "'cross-cultural reading is 
extremely intriguing'" (370). However, I do not agree with 
the next step Kehrer and her colleagues took to categorize
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as "the ever-present loyal opposition" those students who 
said "'I do not get a lot out of this class'" or "'[the 
class] went on about irrelevant things, nothing helpful'" 
(370). Instead of categorizing these students as the 
necessary opposition to the instructor's approach, a 
consideration of the reasons for these students' reaction 
and a respectful approach to their evaluations seem more 
helpful here.
While Kehrer's group is very clear about "offering" 
multicultural studies in their composition classes as a 
"surprise" for the students, Spear and her colleagues, in 
their article about their Composition 101/World 
Civilizations course, are not specific about whether the 
course is announced as multicultural in the course schedule 
or whether alternatives are offered. However, their 
rationale for the course is based on Simonson and Walker's 
notion of increasing international interaction:
As the world becomes more of a single economic [and 
social] entity, there is a corresponding need for all 
citizens to have not only a fundamental understanding 
of the cultures of their own culture (in part to 
conserve it), but also a knowledge of the rest of the 
world. However, citizens of the United States are 
profoundly ignorant of world literatures, histories, 
mythologies, and politics, (xii)
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In order not to get side-tracked, I will not comment on my 
objections to the phrase "the rest of the world," but rather 
suggest that the notion which ends Spear's rationale— the 
suggested ignorance— should be the beginning of a rationale 
for multiculturalism in composition. Instead of focusing on 
the students' so-called "ignorance," it seems worthy to 
proceed from the reality of the students— as a number of 
educators such as Freire, Heath, Robinson, and others 
suggest, from an understanding of the social context and the 
reasons for that "ignorance," and to assist them in 
investigating how their reality is related to all those 
"world civilization" issues.
One of the more insightful and helpful reports on a 
pilot project for multicultural literacy in the composition 
classroom was presented by Amy Hoffman at the CCCC's in 
Boston 1991. While most composition instructors seem to 
prefer to report about their successful projects, 
undertakings, and classroom activities (probably for reasons 
of academic prestige), Hoffman chose to describe her 
attempts at working with multiculturalism in the composition 
class although she felt that the course was probably not her 
most successful one and had generated a number of 
difficulties. Her report offers a number of insights into 
the problem of teaching multicultural literacy the way it is 
usually defined (based on ethnic and racial diversity) to 
predominantly white classes. The goal of her course on
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multicultural literacy was "to improve students' ability to 
reason, but also to encourage humanitarian values" (1). She 
had also identified the inability of her students to step 
outside of "their own necessarily limited experience" (3) as 
a major problem in her classes and intended the course to 
counteract this problem:
It seemed to me that a course on 'multi-cultural 
literacy' might focus on exactly this problem: we would 
be discovering our most hidden, deepest, oldest... 
assumptions and experimenting with the idea that they 
might not be the only workable ones to live by. (4) 
Possibly for reasons we will explore later (in chapter IV), 
Hoffman encountered several problems in her class, for 
instance, the students' difficulties with the concept of 
race. Hoffman describes the following situation:
As a white teacher in a roomful of white students, one 
of my biggest problems was making race visible... Since 
we were a group of white people, many of my students 
were puzzled by my desire to think about the meaning of 
race: the question did not seem relevant or interesting 
or even askable in such an environment. (9)
Hoffman finally reevaluated the goals of her course as 
"ridiculously lofty" (5). She also suspects "that this 
course will always arouse feelings of anger and 
defensiveness in both me and my students" (10).
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Describing our goals as "ridiculously lofty" may be 
part of an explanation for these kinds of situations, but it 
does not explain why our goals may be "lofty" in the first 
place. For this way of describing our goals does not 
explore the extent to which the goals and the methods used 
to achieve them correspond to the actual dynamics of the 
classroom.
In summary, then, multiculturalism is inherently part 
of composition classes in the sense that, from a process 
perspective, literacy constitutes the most social of human 
interactions and as such, functionally speaking, epitomizes 
culture. Also, as Brandt shows, literacy is inherently 
pluralistic. Moreover, the instructor and the students 
contribute to the multicultural dimension of the composition 
classroom by bringing in their own cultural contexts.
This multicultural condition of literacy and of our 
classrooms provides a unique potential for students writing 
their way to a "new mythos" or consciousness as they take 
part in what Geertz and other anthropologists have described 
as the reconceptualization of the self as a social entity. 
For this goal, multiculturalism with its multiple 
perspectives can be used constructively to foster critical 
thinking and tolerance for ambiguities.
According to a number of composition scholars and a 
variety of so-called multicultural readers, the following
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tendencies seem to have shaped the methods and approaches 
concerning multiculturalism in composition:
First, multiculturalism both in general and in 
composition in particular is commonly understood as a matter 
of nations, race, and ethnicity, usually focusing on the 
ethnicity or race of the "other." The problematic 
construction of the "self" and the "other" in multicultural 
discourse, however, is not questioned and thus in effect 
promoted.
Second, corresponding to tendencies in multicultural 
discourse and education in general, the discussion of the 
crisis in multiculturalism, identified by various cultural 
critics, is largely absent from composition scholarship on 
multiculturalism as well as from "multicultural" composition 
readers.
Third, in a variety of multicultural readers, 
multiculturalism is promoted mainly as the "celebration of 
cultural diversity." Cultural conflicts overlapping with 
economic, political, and social contradictions, interests, 
and conflicts play only a minor role in the discussions of 
multiculturalism in these textbooks.
Fourth, much of the scholarship on multiculturalism 
pays only little attention to the specific cultural dynamics 
of the classrooms; scholarship on the specifics of 
multicultural education in predominantly white classrooms is 
rare, if not non-existent. Thus, approaches to
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multiculturalism (oftentimes based on multiracial and 
multiethnic classrooms) tend to be easily transferred to 
classrooms with various dynamics without the necessary 
scrutiny of these dynamics and their compatibility with the 
available approaches.
Fifth, while students of color tend to be encouraged to 
"draw" from their cultural background and to explore their 
ethnicity, white students are oftentimes "invited" to "look 
beyond" their cultural background and to explore the 
"differences" of the "other". Conseguently, these students 
are frequently addressed with a web of medical vocabulary to 
express the need of "remediating" the students' diagnosed 
"ignorance" or "insensitivity."
Considering these tendencies, it seems that the crisis 
of multiculturalism in general (as described in Chapter II) 
has not by-passed composition. An exploration of these 
problems and of the cultural dynamics in our classrooms 
seems therefore necessary.
IV. CULTURAL DYNAMICS IN PREDOMINANTLY WHITE CLASSROOMS
But most often it is not the home culture that causes 
the problems, but a fear on the part of the students 
that elements of that culture will not be accepted in 
the university environment.
Terry Dean, "Multicultural Classrooms, 
Monocultural Teachers"
When linguistic (or literate) interaction is 
described..., usually only legitimate moves are 
actually named as part of the system, where legitimacy 
is defined from the point of view of the party in 
authority. ... If a classroom is analyzed as a social 
world unified and homogenized with respect to the 
teacher, whatever students do other than what the 
teacher specifies is invisible or anomalous to the 
analysis.
Mary Louise Pratt, "Arts of the Contact Zone"
The difficulties with students' resistance and 
resentment in teaching a multicultural literacy class as 
Hoffman describes them are certainly not unique. Although 
not prominent in composition scholarship, I have heard a 
number of instructors report similar problems with attempts 
at consciously working with multiculturalism. While the 
difficulties are frequently expressed as frustration with 
students, it seems worthwhile to explore the reasons for 
these frustrations in teaching multiculturalism. Since 
literacy and thus the teaching of literacy are based on
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social involvement, the success of composition classes—  
probably more so than most other classes— depends on the 
degree of student involvement in the class. The involvement 
of the students, however, corresponds to a large extent 
(though not only) to the instructor's understanding of and 
approach to the students' social reality and on her/his 
ability to mediate between the different realities and 
cultures. Two essential guestions to ask in the 
investigation of teaching or classroom situations is, 
therefore: What are the cultural dynamics of the classroom 
and how do the rationale and the approach to a certain 
class, specifically one with a focus on multiculturalism, 
correspond to these classroom dynamics?
There certainly are a number of possible reasons for 
difficulties in a composition class with a multicultural 
focus other than the assumption that the students "were not 
a particularly introspective group to begin with" (Hoffman 
3). Considering the rationale behind teaching 
multiculturalism in the composition class, as applied by 
Kehrer, Spear, Hoffman, and many others, we recognize that 
it is similar to the one often applied in multicultural 
education: It is very much based on the eager, sincere, and 
heartfelt devotion to ridding the students of their alleged 
ignorance of and insensitivity toward other cultures, races, 
and ethnic groups— in short, it is the remedial approach.
In Hoffman's case, the students were not only considered
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"not very introspective," but also their experience was 
devalued as "necessarily limited" because they did not enjoy 
reading. Apparently, Hoffman valued reading as a literacy 
experience over those that contributed to the students' 
everyday literacy experiences outside of the classroom (such 
as perhaps through music or film). Nor did she mention or 
explore what— if not reading— constituted the students' 
everyday literacy experiences. Besides, as many composition 
scholars have recently recognized, literacy does not only 
refer to written texts.
Reflecting on the students' difficulties and resistance 
concerning assignments and in-class discussions, Hoffman 
compares her students to the "characters in a Luis Bunuel 
film... who arrive at a house for a party and then find 
themselves unable to step over the parlor threshold and 
leave once they have entered" (3,4). Her projection of the 
students' responses and performance onto a Luis Bunuel film 
may allude to a conflict between class or culture-based 
differences. Rather than exploring the students' "pupiling" 
(Pratt 38) and seeing the students in their social context, 
she reflects on their resistance and their difficulties in 
the classroom in the context of her experiences as an 
academic. Using a Luis Bunuel film to reflect on the 
students' experience would hardly create a common language 
for any mediation since most students, unless particularly 
interested in international cinematic art, would more than
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likely not know what a Luis Bunuel film is. Thus, Hoffman's 
way of reflecting on the students' experience might be 
understood as an illustration of Rose's concern that "class 
and culture erect boundaries that hinder our vision ... and 
encourage the designation of otherness, difference, 
deficiency" (204).
Certainly, the students' resistance to participating in 
classroom discussions according to Hoffman's desires might 
have other reasons. Wedge and Cowell, for example, give the 
following explanation for observations similar to Hoffman's: 
... content-focused models for changing learning leave 
out the learner. We revise courses, texts, and 
syllabi, but our students find themselves still hungry 
at a banguet table [or unable to enter the party as in 
Hoffman's case]. We may have prepared a feast, but 
our student guests are starving because no one has 
given them tools for eating .... (310)
Whatever the reasons for the students' inability or 
resistance— a lack of teaching strategies, as Cowell and 
Wedge claim, or the specific social reality of the student 
and its discrepancy from that of the teacher— they need to 
be explored and addressed before any kind of true 
intellectual exchange can be initiated in the classroom. It 
is our responsibility as instructors to create the learning 
environment in which our students can make the necessary 
steps, especially the first one over the "threshold."
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Rather than judge and evaluate their experience when they 
can't seem to make this step, we have to find out the 
reasons and adapt our methods and approaches to the specific 
group of students we are working with.
The first and most important source of information 
about the learning environment is the students' own 
experience. Whatever the experience of our students, it 
needs not only to be respected, but also represented in the 
classroom as a valuable source of knowledge. After all, 
their experience (including their knowledge and sensitivity) 
is exactly as socially constructed as ours. In Berger and 
Luckmann's words, "specific agglomerations of 'reality' and 
'knowledge' pertain to specific social contexts" (3). 
Consequently, it is our students' social context that forms 
the basis for all their knowledge and experience which they 
bring to the classroom. This, in turn, should form the 
basis for our methods and approaches since it is their 
social context that they draw upon when they write.
Considering the Students' Experience with Multiculturalism 
and with the Concept of Culture
With regard to our attempts at working with 
multiculturalism in the classroom, it seems particularly 
important to consider the students' experience with the term 
and the concept of multiculturalism. I have to say that I
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myself have not taught a class with the focus on 
multiculturalism as it generally seems to be conceived 
(commonly, such a class adopts a focus— unknown to the 
students at registration— on reading and writing about race 
or different nations and race-related or international 
issues; often, such a class uses a so-called "multicultural 
reader"). Therefore, I cannot report how my students 
experienced the term "multiculturalism" directly in such a 
class. However, since I am myself searching for ways and 
methods to work with multiculturalism in composition most 
effectively, but find scholarship on student perspectives 
with regard to this problem to be scarce, I decided to 
inquire into the students' "pupiling" (Pratt 38) and 
questioned composition students at the University of North 
Dakota about their experiences with and attitudes toward 
multiculturalism as they are relevant in a multicultural 
composition class.
In order to have a sizable number of responses, I chose 
the form of a survey (see Appendix A) for my inquiry. I 
distributed the survey (personally) in ten composition 
classes (altogether 171 students), administering it toward 
the end of the spring semester so the students would have a 
fresh, at least one-semester long experience of composition. 
All ten classes were "regular" sections in the sense that 
they were not advertised as sections specifically intended
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for Native Americans or speakers of English as a Second 
Language.
I intentionally did not ask the students to identify 
their racial or ethnic background in the survey, fearing 
that they might apply their answer to this question when 
responding to question five in the survey that asks the 
students to identify their culture. Question five, however, 
I had intended to elicit the students' understanding and 
concept of culture as they relate it to themselves. Thus, 
attempting to avoid a potential interference of a question 
about racial and ethnic background with the question about 
the students' culture, I relied for the most part on my 
personal observation while administering the survey and on 
the "UND Student Profile" and decided to administer the 
survey only in "regular" classes (excluding sections 
specifically intended for Native Americans or for speakers 
of English as a Second Language).
Corresponding to both the "UND Student Profile" and my 
observations, the composition classes I surveyed consisted 
of more than 90% white students. Only four of the 171 
students identified themselves as students of color (three 
Indigenous and one Filipino American) and four identified 
themselves as Canadians when questioned about their culture 
(though not about their race and ethnicity). The vast 
majority of the students (96%) either did not identify their
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racial and ethnic background or considered themselves white, 
of European ancestry and American citizens.
In the survey, I concentrated on four areas that are 
particularly important for an estimation of the dynamics 
such a class might possibly take: First, if the students 
are required to think about the concept of culture and the 
experiences of cultures other than their own, it would be 
important to know what kind of understanding and awareness 
of the concept of culture both in general and of their own 
culture in particular they would bring to the class.
Second, since North Dakota for the most part is racially and 
ethnically a relatively homogeneous state (compared to 
California or New York for example), it would be important 
to know if the students have had any contact with other 
cultures (according to their concept of culture). Also, the 
largest "minority" (Indigenous Americans) live more or less 
separated from and almost "invisible" to the white 
population. Consequently, cross-cultural encounters tend to 
lack intensity or to be limited to driving by or through 
reservations. Thus, it would be interesting to know what 
kind of cross-cultural contact the students have and how 
they experience their cross-cultural encounters. Third, if 
the class is to focus on multiculturalism, it would also be 
helpful to have some idea about the students' understanding 
of, their experience with, and their attitude toward 
multiculturalism prior to entering the class. Finally, I
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was interested in the students' preconceptions and 
expectations of a composition class with a multicultural 
focus.
The survey itself is a somewhat informal inquiry into 
the students' perspectives. It consists of mostly rather 
open questions in order to avoid too many restrictions on 
the students' answers and to leave as much room as possible 
for their voices. Thus, I chose not to use multiple-choice 
type questions because of their potential limitations for my 
purposes; the students might attempt to fit their answers 
into the more limited framework multiple-choice type 
questions provide rather than explore their own 
perspectives. Likewise, in question two, for example, I 
chose not to specify possible responses in the question as 
'•negative” or "positive,” fearing the students might either 
not allow themselves more complexity or introspection in 
their answers or might resort to a rushed decision 
concerning the two categories. I realize, however, that 
leaving questions more open increases the ambiguity of the 
responses and the difficulty of categorizing the elicited 
answers clearly and definitively. With regard to question 
two, for example, a number of students repeated their 
response to question one reiterating what they thought 
multiculturalism was rather than identifying their response 
to the term. Yet, in spite of the potential problems
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inherent in open-ended questions, they serve the purpose of 
my research rather well.
The main purpose of the survey is to help initiate a 
more comprehensive discussion concerning multiculturalism in 
composition theory and practice— a discussion that 
emphasizes the necessity of including the students' voices. 
In fact, it might be worthwhile for the individual 
instructor to consider administering the survey or a similar 
survey at the beginning of a composition course with a focus 
on multiculturalism in order to initiate a discussion of the 
different perspectives revealed in such a survey.
Although the results of my survey are, of course, not 
necessarily representative of the whole student body and 
cannot be generalized, I believe that they reveal certain 
tendencies that are important for us to consider when we 
think about working with multiculturalism in the composition 
classroom. For example, the students' responses caution us 
that teachers and students might not necessarily play the 
same game with regard to multiculturalism in composition.
Wondering whether the students' understanding of and 
experience with the concepts of culture and multiculturalism 
would differ in a class with a multicultural focus from 
classes without such a focus, I also decided to survey two 
classes (out of the ten) with such a focus. These classes 
used a "pluralistic reader," and, according to some of the 
students' responses to the question whether they would like
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to write about multicultural issues, the students had 
already written extensively about multicultural issues in 
these classes. The focus on multiculturalism, however, had 
not been announced in the course schedule when the students 
registered for the classes.
The students' answers to the questions in the survey 
did not generally differ from those of the students in 
classes without a specified multicultural focus; only the 
number of students who gave me permission to quote from 
their responses and thus signed the survey differed. In the 
classes with the multicultural focus the number of students 
who signed the survey was considerably lower, which could 
certainly be a coincidence, but could also signify their 
preference for anonymity for various reasons. This 
preference for anonymity could, for example, indicate a 
certain degree of self-consciousness on the students' part, 
as some instructors have observed in their classrooms.
Garcia and Pugh, for example, describe the following 
situation in their attempts at multicultural education in 
teacher training:
In discussions and assignments, students are able to 
provide responses that allow them to 'get their 
multicultural tickets punched.' However, their 
comments on course evaluation forms and in exit 
interviews reveal that a deeper set of entrenched 
attitudes has not been affected. Their responses range
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from the narrowly exclusive ('multicultural education 
is about minorities') to the pernicious .... Some 
comments simply reflect denial: 'I am a white student 
with no ethnic identification, and multicultural 
education makes no sense to me.' Or 'I don't need 
multicultural education ....' (217)
The results of my inquiry seem to echo to some extent Garcia 
and Pugh's observations. But what also underscores my 
survey— and is likewise seen in the response "I am a white 
student with no ethnic identification, and multicultural 
education makes no sense to me"— is the apparent connection 
between the students' understanding of the concepts of 
culture and ethnicity as they relate to the students 
themselves and the students' perception of multiculturalism 
as well as of their culture's role in this concept as it has 
commonly been promoted.
The Students' Concept of Culture
With regard to the first complex of inquiry— the 
students' understanding of the concept of culture and of 
their own culture, I found that many students in both types 
of classes had only vague ideas either of the concept of 
culture in general or of their own culture in particular. 
Almost 17% of the questioned students claimed they had no 
culture and 13% of the students thought they had a culture,
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yet found it difficult to name or to define it. One student 
pointed to the benefits of cross-cultural contact he 
lacked— to the possibility that others can show us our own 
culture in a way we are unable to see: "It's difficult to 
describe what your own culture is. This probably comes from 
being in that culture, being too close to it.... You would 
have a better answer asking someone not in my culture." 
Another student answered, "I do feel that I have a culture 
but I have a hard time defining it." In an earlier 
guestion, the same student had claimed "since I was in grade 
school, I have learned of my own culture and race, but very 
rarely did I learn of cultures other than my own." It seems 
that she assumed she knew her culture very well; yet when 
asked directly to identify her culture, she was not so sure 
any more. Other students responded similarly: "I honestly 
would have to guestion what my culture is. I know I have a 
'culture7, but I can't think of any aspects of my culture 
that are distinctively into its own" or "I'm not really sure 
what it [my culture] is though, but I know I belong to one."
Several students were obviously searching for cultural 
features such as culinary and folkloric diversity as they 
might have perceived them from "fairy-tale" 
multiculturalism: "I don't really know if I have a culture 
or not. I know of different countries that eat particular 
things and do particular things around a certain time of the 
year. But I really don't feel that we are like that" or "My
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culture is not really anything noticeable. Most people in 
the United States are the same. We dress alike, listen to 
almost the same music, and there is a lot of the same 
favorite foods across the country."
Another rather common theme was the assumption of the 
loss of one's culture with the death of one's ancestors: "[I 
have] some [culture]— I feel we lost a great deal of this 
[culture] thru the years by loss of grandparents and 
families moving away." Corresponding to the understanding 
of multiculturalism as the "melting-pot" concept, some 
students felt that their culture had "melted": "I feel that 
I don't have one specific culture— rather I am a melting pot 
of all the cultures I have experienced." The theme of 
culture as being determined by the ethnic background of 
one's ancestors and being "melted" recurred with 13.4% of 
the students. They recalled the various ethnic backgrounds 
of all their ancestors and found, for example, 1/16 
indigenous background, 1/4 of a different race or ethnic 
group, etc. However, they oftentimes found that these 
fragments of ethnicity or race never had or had stopped 
having a major impact on their lives. Some of the students 
pieced together all their ethnic background, while others 
could put only parts of their fragments together. Yet, none 
of the students who resorted to the ethnic and racial 
background of their ancestors, made any attempts at defining 
aspects of the present that make up their culture.
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Considering the students who claimed not to have a culture 
or not to be able to define it along with those who tried to 
piece together their ancestral background, we look at a 
striking number of 43% of the students who did not identify 
anything in their present environment as belonging to their 
culture, let alone name their culture.
Although, according to my observations, more than 90% 
were white students, only 30.9% of the guestioned students 
defined their culture as American, which they perceived as 
the "majority" or norm. Typical answers were, "[My culture 
is] American— just as everyone who lives here should be 
looked upon as being" or "AMERICAN CULTURE! Enveloping and 
homogenizing all others." About 20% of the questioned 
students were more specific and defined their culture as 
Midwest, small town (11.1%) or rural (2.3%) and urban 
(1.1%); 5.2% defined their culture by the color of their 
skin— "average White," and 1.7% based their culture on 
religion.
The most significant result of the survey with regard 
to the question of the students' sense of their culture— the 
indication that nearly half the students had difficulties 
finding anything in their present environment that they 
would define as their culture— could have various 
explanations. For example, the students— although probably 
knowing their culture— may either not have thought about the 
meaning of the term "culture" or may have a very specific
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understanding of the term as ethnic or racial group or 
"minority." They may also have been influenced by the 
equation of culture with the expression of race, ethnicity, 
and/or nationality common in multicultural discourse. 
Likewise, considering the absence of inquiries into 
whiteness and white culture in the same discourse, the 
students might have had few occasions and challenges to 
inquire into their own culture or might have lacked the 
vocabulary to express their culture.
Taking into account this tendency that most students 
identify culture as an issue of race or ethnicity— an 
observation other instructors have made as well (see Mahala 
for example)— we as instructors might also have to adjust to 
the circumstance that the students' concept of culture and 
of the role it plays in social life as well as their concept 
of multicultural issues might differ in various ways from 
that of compositionists and/or instructors. For example, 
while the students seem to see culture predominantly as an 
ethnic or racial concept, most compositionists tend to 
prefer— due to the complexity of the term (according to 
Williams "culture" is one of the two or three most 
complicated words in the English language)— a more open 
definition of culture. Generally accepting the "conceptual 
morass" (Geertz, Interpretation 4) of the term, composition 
instructors seem to favor broad definitions such as, for 
example, Kluckhohn's definition. According to Kluckhohn,
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culture is ... that part [of human life] which is 
learned by people as the result of belonging to some 
particular group, and is that part of learned behavior 
which is shared with others. It's our social legacy, 
as contrasted with our organic heredity. It is the 
main factor which permits us to live together in a 
society, giving us ready-made solutions to our 
problems, helping us to predict the behavior of others, 
and permitting others to know what to expect of 
us. (25)
More recently, however, most composition scholars have 
followed a semiotic concept of culture as Geertz promotes 
it: "Believing ... man is an animal suspended in webs of 
significance he himself has spun, I take culture to be those 
webs, and the analysis of it to be therefore ... an 
interpretive ... [science] in search of meaning" 
(Interpretation 5).
Cross-Cultural Contact
The issue of the students experiencing themselves and 
their culture in relation to cultures they consider 
different from their own seems particularly important in a 
racially and ethnically relatively homogeneous region like 
the Upper Midwest, which (specifically North Dakota and 
Minnesota) constitutes the background of 82.6% of the
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students of the University of North Dakota (University of 
North Dakota Student Profile 1992-93). Since North Dakota's 
population, for example, is not characterized by a high 
percentage of people of color, but consists of 94.2% White, 
non-Hispanic Americans (1990 Census 5) and the state of 
North Dakota is not necessarily a center of international 
tourism or business in the United States, one might assume 
that the students' interaction with people from different 
cultures (as the students define the term) is somewhat 
limited.
While this may be true relatively speaking and many of 
the students described their home environments as racially 
rather homogeneous, mostly small town or farm, 80% of the 
students reported having intercultural interactions on a 
rather freguent basis— most of the interaction occurring 
with friends, high school exchange students, or marriage of 
a relative to somebody from another culture. Of the 73 
students who specified the culture of the person they 
encountered, 76% mentioned foreigners, 15% Indigenous 
Americans, 15% African Americans, and 4% Hispanic Americans. 
About 8% identified the person in their cross-cultural 
experience by their religion. A number of students had 
encounters with representatives of various cultural groups. 
Only 20% had never had any personal contact with a 
representative of a culture they would define differently
from their own.
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It cannot be denied that the number and intensity of 
intercultural interactions in ethnically and racially more 
diverse regions of the country are certainly higher and less 
dependent on interaction with adapting or adapted outsiders 
such as exchange students. In addition, these opportunities 
for intercultural contact in racially more diverse regions 
provide for more intercultural immersion among the various 
cultures. However, the cross-cultural interactions that are 
available to our students could certainly be a meaningful 
part of a class with the focus on multiculturalism that 
would proceed on the assumption that students bring valuable 
rather than "necessarily limited" experiences into the 
classroom.
Therefore, it would be important to talk about the way 
the students experienced their intercultural encounters.
More than half (56.8%) of those who had cross-cultural 
contact found the interaction with the person from the other 
culture different from interacting with somebody from their 
own culture, mainly with regard to language, values, and 
some behavior; 39.6% were certain they did not experience 
any differences, and 3.6% could not identify what the 
differences were.
With regard to the students' experience of difference, 
it may be beneficial to apply concepts of cross-cultural 
training programs within the discipline of Intercultural and 
Cross-Cultural Training and Communication. This discipline,
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which has developed only recently, is devoted to teaching 
and facilitating the processes of multicultural development. 
Researchers of this discipline have identified various 
stages individuals go through during their multicultural 
development. However, these stages constitute a continuum 
and merely reflect working concepts rather than rigidly 
divided levels of development. Bennett, for example, 
identifies the following stages: (1) Denial (of cultural 
differences), which may occur when differences have not been 
encountered and thus meaning has not been created for such 
phenomena (182); (2) Defense (against differences), which 
involves "attempts to counter perceived threats to the 
centrality of one's world view" (183); (3) Minimization, 
which involves "an attempt to 'bury' difference under the 
weight of cultural similarities" (183); (4) Acceptance, 
which involves the acknowledgment of and respect for 
cultural difference; at this stage difference is not 
evaluated, but simply exists; (5) Adaptation, in which the 
"acceptance of cultural difference ... [as a 'process' 
rather than as a 'thing'] allows the adaptation of behavior 
and thinking to that difference" (185); (6) Integration, 
which is the application of the concept of difference to 
one's identity, so that the person moves freely among, and 
becomes a part of and apart from given cultural contexts 
(186). This notion of "integration" also coincides with 
Anzaldua's (and others') notion of the new consciousness
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according to which an individual "constantly has to shift 
out of habitual formations ..." (Borderlands 79).
Each of these phases reflects the immediate subjective 
experience of the students including the meaning they make 
at a particular stage in their learning process of cultural 
differences and intercultural experiences. Thus, the 
students— based on their social context and experiences— are 
at different stages with regard to their intercultural 
development. While some may be in the stage of "denial" (of 
cultural difference), others may be in the stage of 
"defense," "minimization," "acceptance," "adaptation," or 
"integration." Like most developmental processes, these are 
not linear, but the students and people in general—  
dependent on the specific situation and their specific 
experience— move in and out of these different phases. In 
short, even if the composition class provided the best 
conditions for the "multiculturalization" of the students 
(which it actually can't since the process— from an 
intercultural-training perspective— should involve at least 
some immersion in a different culture and preferably at some 
points multicultural facilitators), we could not expect all 
our students to be or to turn multicultural at the same 
point. A person does not just turn multicultural all at 
once or after reading and discussing some essays about 
racial or cultural issues.
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Instead, this development takes place in a long and 
extremely complex process, very much dependent on the 
students' social reality (which, I might add, is larger than 
the composition class). As Wurzel explains, referring to 
his analogy to "The Parable of the Prince and the Magician," 
The powerful spell of culture will not let us easily 
accept the existence or validity of other cultural 
perspectives. We will hold to our own as long as we 
can, for there is a painful loss in admitting the 
relativity of our reality and the validity of 
others. (4)
Considering the complexity of the process of 
multiculturalization from this perspective, it seems only 
plausible that teachers would have to develop a high degree 
of self-reflexivity in order to learn more about their own 
development and thus to be able to cooperate with the 
students in their development in a multicultural literacy 
class.
The Students' Experience with Multiculturalism and 
Multicultural Education
While instructors and scholars have their own varied 
understanding of the term "multiculturalism," the students 
seem to have their own perceptions as well. Interestingly 
enough, almost all the students said they had some kind of
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understanding of the term "multiculturalism"; only five 
students reported they did not know what the term meant. 
Apparently, multiculturalism is prominent enough for most 
students to bring varying preconceptions into the class. 
Almost half the students (43.9%), however, identified 
multiculturalism with the concept of the "melting pot," 
which it was initially intended to challenge— another 
indication of the crisis of multiculturalism, cultural 
critics like Anzaldua might argue. Also, most students 
identified multiculturalism as inquiring into the "other," 
as something pertaining to "minorities" or people of color 
and responded, "I think of mostly the African or Indian 
race"; "Other cultures trying to be heard around campus"; 
"... it's minorities trying to bring out and show their 
differences to the majority"; "I think about people who are 
not white expressing their opinions and their beliefs to 
others."
Asked about their initial response to the term, 39% of 
the students identified their response as positive, mostly 
hoping to gain more understanding of various cultures and 
thus to avoid misunderstandings, 38% were not sure or 
neutral or repeated their answer to question one, and 23% 
defined their response as negative. The negative responses 
occurred in classes both with and without a focus on 
multiculturalism. Some students exhibited plain resistance 
and dislike: "Boring!!"; "Another goof-ball high-budget low-
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turn-out production .... Might be interesting, but is it 
worth the time to find out?"; "It's a little overdone. I 
don't think we need to go through all of this rigmarole to 
make less than 15% of the campus feel a little better." One 
student alluded to the crisis of multiculturalism as it 
affected his understanding of the term:
I'm a little disgusted with it [multiculturalism]. I 
do agree with what the phrases [multiculturalism and 
celebrating cultural diversity] are representing, ... 
However, these phrases have become 'buzzwords' for 
people trying to push different people together, often 
stressing the differences between different cultures, 
but if perhaps they took a different approach, they 
might have better results. After all, people really 
aren't that different when you get to actually know 
them.
Others felt threatened or disadvantaged by multiculturalism: 
"Oh great, another way to do away with 'WASPS'. I feel that 
I'm becoming a minority in my own country"; "I think 
basically that it is irrelevant. I feel that minorities 
often use their differences for special treatment ... They 
want all of us to be aware of their differences but I don't 
think that they take into account any of our beliefs and 
values."
Although only 39% of the students identified their 
responses to the terms "multiculturalism" and "celebrating
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cultural diversity" as positive, about two thirds of the 
students found that multiculturalism has some kind of 
relevance to them. They identified as reasons mainly that 
the United States consists of many cultures and that "we all 
need to get along"; "I sometimes feel uncomfortable around 
people with a culture I don't understand. If I have the 
chance to understand their culture, I will no longer feel 
uncomfortable"; or "we all have so much to learn from each 
other." Some found that UND is "full of multiculturalism" 
(especially compared to the situation in their home towns), 
referring in particular to the dispute about the "Fighting 
Sioux" name change1 or multicultural diversity forums on 
campus, at which issues like the name change are discussed.
Almost 27% of the students, however, found no use for 
multiculturalism in their personal lives at all. Some 
students referred to their social reality as they see it; 
for example, "I don't think so because coming from this 
small city, I don't think there is much multiculturalism";
"I haven't really been in any multicultural situation"; "Not 
really, I don't feel I'm surrounded by multiculturalism"; 
"No, because everywhere I've lived has been one culture." 
Others minimized the meaning and consequences of culture and 1
1 "Fighting Sioux" is the nafcte of the athletic teams of the 
University of North Dakota;/^fpdigenous Americans on campus 
have— as of yet without success— petitioned to change the 
name for its racist implicatior
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cultural differences: "No, not in the sense of what I've 
seen on campus ... I just accept my friends for who they 
are, not what they believe or where they come from"; "We are 
all the same"; "No because it really doesn't matter what 
culture a person is from."
Some students perceived multicultural education as a 
remedy against racism, intolerance, and insensitivity and 
since they felt they did not suffer any of these "diseases," 
they also had no need for this "medicine." They answered, 
for example, "No, because I respect other cultures" or "Not 
really, I feel that I am a very open-minded person and that 
I'm not a target for multicultural help."
Other students considered multiculturalism and 
multicultural education as a way to "help" people of color 
and thus not relevant to themselves. Their responses were, 
for example: "no, I'm not a minority"; "No, not really, 
because when I think of multiculturalism I think of others 
since I am white"; "No, I am an American, that is my 
culture. I practice my culture day in, day out"; "No, I'm 
perfectly content with how my own racial/ethnic situation 
treats me"; "No, because I don't care about other cultures"; 
"No, I really don't worry about other cultures"; "No, 
because it doesn't bother me."
Reading these responses, I was reminded of David Mura's 
notion that the position of some cultures induces 
multicultural learning more than that of others. According
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to Mura, if a culture is in the position of power (thus 
suffering no or little racial or ethnic discrimination), its 
members are in the position to engage in multicultural 
learning at leisure; "for them, knowledge of a minority 
culture is a seeming ... luxury; they can survive without 
it" (137). However, if a culture lives in an environment 
that is dominated by a different culture, multicultural 
learning becomes a necessity for survival. Obviously some 
students perceive this situation either consciously or 
subconsciously— a perception that contributes to the shaping 
of the cultural dynamics in the classroom and thus needs to 
be addressed.
Most of the students must have formed their perception 
of multiculturalism through their experience with it at the 
university and/or through information from the media. When 
asked if multiculturalism ever played a role in their 
education, 52% responded positively, more often than not 
referring to their college experience. The remaining 48% of 
the students found that multiculturalism had never played a 
role in their education. About 70% of those who never had 
any multicultural educational experience, however, would 
have liked it, though many added under the condition that it 
wouldn't be "slammed down their throats." The other 
students either were not sure (15%) or would not have wanted 
any multicultural education (15%).
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Almost 85% of the students identified advantages of 
multicultural education, and 21% identified disadvantages. 
Among the advantages the students listed were learning to 
understand others, enrichment by learning from others, 
broadening horizons, learning "that your culture is special 
and not better than anyone else's", and "to answer more 
questions on Jeopardy." While the latter student may very 
well have been joking, the answer may also reflect the 
leisure/necessity motive of cross-cultural learning as 
described by Mura.
As disadvantages the students identified the potential 
of their culture being judged and condemned for being the 
one in "super" power. Thus, students feared "constant 
criticism of my own culture," "liberal bias," or "biased 
teachers ... [in] ignorant rural areas." Some students also 
feared the loss of affiliation with their own cultural 
values and their culture as a whole: they saw the potential 
danger of "losing sight of our own culture"; "we could be 
overexposed and lose our own culture"? "I wouldn't want 
ideas of other cultures to be forced on me"; or they feared 
"to forget about basic history that's been taught for 
years." Furthermore, a number of students seemed to be 
concerned about "chances of hate emerging" and cautioned 
that "there is sometimes hostility and jealousy."
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The Students' Assumptions about Multiculturalism in 
Composition
The students' experience with multiculturalism and 
multicultural education on campus and in the media certainly 
has an impact on their expectations and attitudes toward a 
composition class with a focus on multiculturalism. About 
43% of the questioned students said they would like to write 
about multicultural issues, 34.5% might be interested, and 
22% said they would not like to write about it fearing 
mostly not knowing enough about multiculturalism and related 
issues. Their responses with regard to their perceived lack 
of personal experience with and knowledge of multicultural 
issues could be quite well summarized with this student's 
response: "I think that most composition students lack the 
breadth of experience to write cogently about multicultural 
issues. Spoon-feeding it to them will not create any 
understanding.” A number of the students also thought that 
not knowing enough about the issue would put them at a 
disadvantage compared to students who are more schooled in 
cross-cultural interactions. As one student put it, 
"...having people write about the issue would put those who 
have not seen other cultures at a disadvantage." The 
student might have been alluding to the potential 
"advantage" students of color might have with regard to 
cross-cultural experiences. His or her response could be
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interpreted in connection with Lugones7 description of her 
experience as a woman of color:
I think that most of us who are outside the mainstream 
U.S. construction or organization of life are 'world- 
travellers7 as a matter of necessity and of survival.
... inhabiting more than one 'world7 at the same time 
and 'travelling7 between 'worlds7 is part and parcel of 
our experience and our situation. (396)
Another very prominent concern that students expressed 
in various forms in their answers to other questions as well 
was the fear that multiculturalism would be forced on them. 
Some expected a whole class on multiculturalism would "get 
old," or there would be too much racial prejudice. In 
general, they identified similar potential problems 
(hostility in the learning atmosphere, indoctrination, 
negative bias toward their culture). However, the concern 
about a lack of intercultural experience and knowledge about 
multicultural issues (remember almost half the students have 
not had any multicultural education before) seemed to be a 
concern of particular importance to the students. This 
concern about a perceived lack of experience and knowledge 
seems to indicate that they consider it necessary to draw 
from their personal experience and knowledge in their 
writing, but see little possibility of this in a class 
focusing on multiculturalism.
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While these appeared to be mostly the responses of 
white students, one would assume that students of color 
would like to write on multicultural issues in particular 
since the students of color had identified multiculturalism 
as personally relevant to them because of the circumstance 
that they belong to a "minority." After all, the assumption 
that our classrooms become more racially and ethnically 
diverse is a large part of the rationale behind a focus on 
multiculturalism in the composition classes. According to 
this argument, these racially and ethnically diverse 
students should have the opportunity to draw and reflect on 
their specific cultural experience in their writing. Also, 
much of the scholarship on multiculturalism in the 
composition class is based on classrooms in which the 
majority of the students are people of color, such as more 
frequently in basic writing or ESL classes or classes 
limited to Indigenous Americans. In these classes, a 
traditional multicultural focus might very likely provide a 
favorable learning environment for an equal exchange of 
ideas and experiences among the students in their writing.
However, in predominantly white classrooms, the 
cultural dynamics might differ in the sense that the power 
relations with regard to the intercultural interactions 
between the ninety or more percent of white students and the 
students of color may disadvantage the latter group. This 
may be particularly true considering that a number of white
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students have not experienced numerous or intense 
intercultural interactions in their everyday reality. In 
their responses, for example, two of the students of color 
expressed fear of their culture being exposed to ridicule 
and misunderstanding. In short, they were concerned about 
cultural insensitivity on the part of other students— and 
rightly so because, as shown above, not all students could 
be entirely interculturally sensitive.
Considering these specific dynamics, it is easy to 
understand why a Hidatsa woman claimed she would not have 
registered for the multicultural composition class she found 
herself in, had she known its focus: "I am very proud of who 
I am but I have trouble doing justice in my writing to my 
heritage and then have trouble handing in papers regarding 
that subject." Especially if the racial and ethnic make-up 
of our classrooms is similar to that described in the "UND 
Student Profile," we must consider that in such a situation 
students of color might sometimes undergo intense 
psychological stress when asked to write about their 
cultural and racial experiences, which, considering the 
phenomena of racism and discrimination, might have been 
traumatic for them in a way members of the "mainstream" may 
not fully comprehend, as hooks, Mura, Anzaldua, and many 
other cultural critics have frequently argued. While some 
may argue that writing about traumatic or disturbing events 
can be healing, as writing teachers and simply as human
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beings, we are not in the position to determine when a 
student might be ready for such an undertaking. At the 
least, these are tendencies dependent on the cultural 
dynamics in the classroom we cannot ignore or avoid when 
teaching.
Corresponding to their specific concerns, almost 90% of 
the guestioned students would not like to be surprised with 
a multicultural focus, but would like to know about that 
focus when registering for the class. Regardless of their 
attitude toward multiculturalism, most students considered 
it "only fair" or "their right" since they "pay a lot of 
money for that class." Also, it didn't seem that the 
students in the two classes with an unannounced 
multicultural focus responded differently to this guestion 
from those who did not have such a class. Again, these 
findings can't be generalized, but it seems that, in the 
case of the surveyed students, identifying such a class in 
the course schedule might have helped the students find the 
learning environment they need according to their social 
experience and development.
Announcing such a focus could also take a lot of 
potential hostility out of the initial learning atmosphere. 
While it is neither possible nor desirable to escape 
conflict (see in particular Min-Zhan Lu for example), 
announcing such a focus would invite rather than recruit 
students to engage in this extremely complex, emotion and
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value-laden conflict, which in addition has been complicated 
by the current crisis of multiculturalism. Furthermore, the 
students would be able to consider their own experience and 
development and to decide accordingly if such a class would 
correspond to their current needs. Another aspect we need 
to consider with regard to inviting rather than recruiting 
students for an exploration of this multifarious conflict is 
the relative lack of composition (and other, e.g. 
psychological or anthropological) scholarship on the 
development of strategies and concepts for cooperating with 
the students as they tackle this specific conflict, which 
they might have been recruited for. Without the teacher's 
conscious and skilled cooperation and mediation in such a 
multi-faceted conflict, the likelihood might increase that 
rather than growing as writers and critical thinkers 
benefitting from the multiple perspectives of a 
multicultural approach, these recruited students, might not 
find a way of applying these conflicts and emotions 
constructively, for instance, to create an enriched 
understanding of themselves or of their cultural identity. 
Instead, they might merely "endure” the situation and 
ultimately lose out on the potential of such a class.
When asked if they believed that their culture would be 
treated "fairly" in a composition class with a multicultural 
focus, only 46% of the students answered positively (and 
these often simply suggested that their culture should be
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treated fairly and equally rather than saying they believed 
it would). About 34% believed that their culture would not 
be given fair treatment and almost 20% were not sure. 
Altogether, it seems that more often than not students did 
not expect their culture to be treated "fairly" and 
"equally" with others in a composition class with a 
multicultural focus. However, the majority of the students 
(63%) considered it important. Those who thought their 
culture would be treated "equally" and "fairly" in a 
composition class with a multicultural focus for the most 
part either referred to the circumstance that their culture 
is "the majority" or "the norm around here" or relied on the 
students pushing for it: "... not many people would put up 
with a teacher that was unfair. Therefore, that teacher 
wouldn't have a job if she was unfair."
Those students who would not expect their culture to be 
treated fairly gave mostly the following reasons: "We 
["WASP"] are being pushed back— the melting pot is 
draining"; "Minorities seem to be the only group of people 
who get equal and fair time on this issue"; "I think people 
are allowed to slam WASPs more easily"; "In order to focus 
on different cultures, we would probably tend to 'assume' we 
know everything about ours (Midwest American)." One student 
even feared her culture would be condemned in such a class: 
...many minorities tend to include all whites in their 
discussion of racism and discrimination. While some of
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their anger is justified, most of it is not my personal 
fault nor that of most whites today. We can't change 
the past, we can only learn from it. It would probably 
give me the opportunity to see what it's like to be 
condemned and discriminated against.
Other students expressed the same notion of an "attack" on 
their culture: "The current trend is to attack white 
dominant American culture"; "white people have done some 
terrible things and have treated people (cultures) terrible 
over the years. I would totally understand the different 
opinions"; "So many other cultures are so negative about my 
culture that people probably wouldn't be willing to 
full-heartedly accept this culture"; "the base root of 
multiculturalism is the downplaying and chastising of white 
culture because many cultures see white culture as the root 
of their problems"; "when people talk about cultures, 
usually only the minorities are talked about"; "It would all 
be white American males' problem."
One of my colleagues whose class I was allowed to 
survey for my research reported a heated debate with her 
students about the survey and the questions I had asked in 
the survey. According to her, the students seemed to be 
very sensitive about the issue. They were concerned about 
what could happen in a class with a focus on 
multiculturalism. Their major concern was the potential of 
a learning environment in which hate would prevail over
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communication if classes consisted of students of color and 
of white students. Apparently, her class consisted only of 
white students. They wondered if the students of color 
would transfer their resentment of being discriminated 
against by white people onto the white students in the class 
or if an instructor of color would be resentful of the white 
students.
Altogether, these students displayed an astute 
awareness of attitudes underlying the power relations 
between white culture and people of color, whom, according 
to most students, multiculturalism is about. Belonging to a 
culture that has been in power and has committed atrocities 
seems to cause almost a feeling of either moral and ethical 
inferiority or defensiveness among a considerable number of 
students. The dynamics that these various degrees and 
understandings of cultural self-awareness and their own 
cultural identity create could be an important point to 
consider in a class that requires students to write about 
the "world" or "other" races and ethnic groups. Thus, when 
students are led to writing about other cultures, it seems 
important to help students deal with and utilize these 
conflicts concerning their cultural identity by providing an 
opportunity for the teacher and the students to dive into 
the concepts of culture, cultural identity, and self- 
awareness both in general and specifically as related to the 
students and the teacher.
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In searching for a workable way of approaching these 
conflicts of cultural identity, self-awareness, or feelings 
of inferiority, we might draw from cultural critics like 
Gloria Anzaldua who describes the role of conflict in the 
creation of the new consciousness. Furthermore, scholars 
like Min-Zhan Lu who devote their research to exploring ways 
of employing cultural conflict in the development of the 
students as writers offer important insights into approaches 
to this problem. Although usually focusing on basic writers 
or on the cultural conflicts of students of color, these 
scholars offer important insights into the dynamics of 
cultural conflicts that may be applicable to white students 
as well. For example, Lu suggests that
reading and writing take place at sites of political as 
well as linguistic conflict. It [her research] 
acknowledges that such a process of conflict and 
struggle is a source of pain but constructive as well: 
a new consciousness emerges from the creative motion of 
breaking down the rigid boundaries of social and 
linguistic paradigms. (888)
It seems that many of the students need and want to learn 
ways of building this new consciousness through the 
processes of writing (in the survey, for example, most 
students recognized multiculturalism as relevant to them and 
wanted to explore related issues). How we go about guiding 
students (and learning with them) to write themselves into a
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new consciousness depends for the most part on the social 
reality and background of our students and on the cultural 
dynamics of our classrooms. These dynamics, however, still 
need to be explored. Specifically, ways to approach this 
problem in predominantly white classrooms are still almost 
solely left up to the imagination of the individual 
instructor, because research has yet to investigate 
approaches and strategies concerning this problem.
Cultural Transitions as Part of the Cultural Dynamics of the 
Classroom
This conflict situation concerning the students7 
identity as members of white culture is not the only 
cultural conflict that contributes to the shaping of the 
cultural dynamics of the classroom. On a more immediate 
level, the students have to reconcile their identity as 
members of their home culture as well as of the student and 
academic cultures. When entering college, students of color 
and white students alike experience this cultural conflict 
(though likely in different ways) and struggle with at least 
two or three different transitions. This transitional 
struggle of penetrating— in Geertz7 terms— new "webs of 
significance" is far from easy for most students.
The difficulties students experience when participating 
in two or more different cultural settings (home, student,
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and academic culture) were also discernible in an essay my 
students wrote on their transition from their home culture 
to the academic life at the university. Every individual 
student experienced the cultural transition in a different 
manner. However, about 90% of the students found the 
transition very difficult. The students indicated that they 
were exposed to a cluster of new phenomena— ideas, 
perspectives, and behavior they had not encountered before. 
One student, for example, described his transition and the 
ideas he was exposed to at the university as radical; he 
explained,
I come from a small town with very conservative 
view[s]....By being exposed to different views, I have 
lost the simplicity and security of my high-school 
years. No longer [am] I so vastly concerned with 
having a good basketball game or if there would be 
anything going on Friday night; instead, I'm confronted 
with AIDS, the economy, and Earth Day. These concerns 
are not wrong; they just make me lose the spirit I had 
when I left high school...I can never go home.
Finding the transition equally difficult, another 
student was confused about the inequalities regarding 
education he encountered in his new environment and 
observed,
Wealth dominates who you are and what you can do. I 
know many who have had their parents pay tuition in
90
full along with housing and a new car. So, these 
people get the time to study as much as they want while 
others work full-time jobs to pay for college.
Another phenomenon he struggled with was that of sororities 
and fraternities dominating the social behavior on campus.
He also wondered how he would fit in the student community 
where— he found— "decadence and profanity...were readily 
accepted." Other students expressed a similar perception of 
college life by describing it as "very impersonal and 
difficult ... Not many people are concerned about [your] 
well being."
This difficulty in transition between cultures or "webs 
of significance" is not limited to adolescent students. One 
of my older-than-average students, for example, described 
her adaptation to college life to be just as difficult as it 
was for the students who had entered the university right 
after high school. Like the younger students, she 
experienced the changing of ties to her former culture and 
similar problems when trying to determine her place in the 
new environment. For example, she felt that "the priority 
of having friends and having a good time dissipated" and she 
found that "there isn't anyone to relate to, to talk to, to 
go to for help ..." When she returned to the environment 
she had lived in before, she "really [found] out what people 
[were] like." She referred especially to her friends' use 
of alcohol during the leisure time she spent with them and
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considered the way she used to live as superficial. The 
issues she and her friends usually talked about "used to be 
okay. Now it seems boring and I have to discipline myself 
to listen. These are things I would not have noticed had I 
not left [for college]; yet, I was one of those people."
She was guite frustrated about her stage in the transition 
process between "home" and college: "I feel I am in between 
[the two different cultural patterns]. I've lost the 
communication with my friends; I've lost my home as I knew 
it, and I've gained only knowledge and frustration."
Obviously, a number of students find the change of 
cultural contexts as they enter college difficult and 
experience frustration and conflict. These various 
transitions may very likely dominate the reality of first- 
year students— a reality that certainly plays a role with 
regard to the effectiveness of our approaches to teaching 
multiculturalism in composition. Ignoring this complex 
student reality of transitions and acculturation would for 
various reasons (see Chapter V) certainly be less 
constructive than employing it in the teaching and learning
process.
V. A RECONSIDERATION OF RATIONALES AND APPROACHES TO
MULTICULTURALISM IN THE COMPOSITION CLASSROOM
We need an orientation to instruction that provides 
guidance on how to determine and honor the beliefs and 
stories, enthusiasms, and apprehensions that students reveal. How to build on them, and when they clash with 
our curriculum ... how to encourage a discussion that 
will lead to reflection on what students bring and what 
they are currently confronting.
Mike Rose, Lives on the Boundary
One of the most profound reasons for the necessity of 
exploring the students' social and cultural context is the 
nature of the socialization process and our role as guides 
in the processes of secondary socialization. Describing the 
nature of the processes of secondary socialization, Berger 
and Luckmann point out that
the formal processes of secondary socialization are 
determined by its fundamental problem: it always 
presupposes a preceding process of primary 
socialization; that is, that it must deal with an 
already formed self and an already internalized 
world. It cannot construct subjective reality ex 
nihilo. (140)
In other words, in order to know where to start in the 
composition class, we have to work our way into that
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internalized world of our students and try to understand it 
in its social context rather than start with asking the 
students to "step outside of ... their own necessarily 
limited experience."
Before we ask our students to extend themselves, we 
need to do so as well. First, as Berger and Luckmann 
explain, by extending ourselves we will be able to find the 
basis for our literacy undertaking with the students and 
second, the students will benefit from our demonstration of 
what it means to extend oneself into the social involvement 
of literacy. After all, the exchange between teachers and 
students is a literacy exchange. They will have a hands-on 
example of the consequences of the fact that particularly 
through literacy "we not only live in the same world, we 
participate in each other's being" (Berger and Luckmann 
130) .
Considering that literacy is socially and culturally 
constructed and is closely related to the concept of 
cultural identity (see in particular Ferdman), Pratt's quest 
for a pedagogy of cultural mediation seems plausible. 
However, based on the hypersocial nature of literacy 
(Brandt) and accordingly the significance of 
intersubjectivity, I would add another important tenet to 
this pedagogy: intersubjective sensitivity, the ability to 
respond flexibly to the psychological ramifications of the 
literacy exchange.
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It is this pedagogy of cultural mediation and 
intersubjective sensitivity that I suggest should be the 
core of all our attempts at (inherently pluralistic) 
literacy education. Cultural mediation is the activity of 
exploring and negotiating various cultural as well as 
individual backgrounds and conflicts and, as Williams puts 
it so aptly, of expressing "a relationship between otherwise 
separated facts and actions and experiences ... an activity 
which directly expresses otherwise unexpressed relations" 
(172). Expressing relationships between seemingly separated 
facts and experiences establishes bridges between various 
ideas, concepts, and experiences for the individual to move 
freely among them. Cultural mediation is therefore part of 
multiculturalism as understood in connection with the 
creation of a new consciousness as Trinh, hooks, and 
Anzaldua describe it. Like the creation of a new 
consciousness and like writing, cultural mediation is 
essentially a process (consisting of various sub-processes) 
and can probably be better learned than taught. That's why 
its demonstration to the students and the students' creative 
participation in it are so essential.
The instructor can and must demonstrate her pedagogy of 
cultural mediation because s/he faces various cultural 
contexts such as the academic and the student culture with 
sororities or fraternities and non-Greeks, etc.
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Consequently, s/he can demonstrate how s/he works her or his 
way from the academic to the student culture.
One major practical resource in this process is 
Berthoff/s double-entry notebook. The idea of this notebook 
is based on the notion that discourse grows from inner 
dialogue (encouraged by the facing pages of the notebook) 
and finally serves the purpose of the students' 
conscientization (Berthoff "Teaching" 751).
Conscientization is essentially the process of searching for 
the self as subject to be able to name the world and thus to 
participate in the creation and re-creation of social 
reality. In Freire's words, "by making it possible for men 
[sic] to enter the historical process as responsible 
Subjects, conscientizagao enrolls them in the search for 
self-affirmation ..." (20). Berthoff's double-entry 
notebook serves this process by applying the notion of 
dialogue as an "act of creation" (Freire 77) and an 
essential basis of "critical thinking" (Freire 81). The 
notebook is grounded in the assumption that
writing can help develop a critical method of reading 
by, first of all, providing for students an example of 
a text coming into being— their own. And, second, by 
encouraging habits of reflective questioning in the 
process of reading, chiefly by means of interpretive 
paraphrase .... (Berthoff Making 45)
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Berthoff identifies the purpose of the double-entry notebook 
mainly for the students alone in order to develop a critical 
and reflective attitude toward written texts with the goal 
that "whatever is learned about reading is something learned 
about writing" (Making 45).
However, the notebook also offers an excellent 
potential for the instructor to become involved in this 
process and to demonstrate her or his pedagogy of cultural 
mediation and intersubjective sensitivity. It can be 
extended to offer a unigue opportunity for the instructor to 
listen and through her or his comments initiate and propel a 
true literacy exchange with the students, at the same time 
assuring them that their experiences are valuable rather 
than "necessarily limited." In the notebook the teacher and 
the student can engage in a dialogue "which reguires 
critical thinking ... [and] is also capable of generating 
critical thinking" (Freire 81). For this purpose, however, 
both parties, the student and the teacher, have to expect a 
meaningful exchange. For, as Freire explains, "if the 
dialoguers expect nothing to come of their efforts, their 
encounter will be empty and sterile ..." (80).
In practice, these notebook dialogues can take 
different shapes. In my classes, for example, I prefer to 
leave topics and sources for the entries up to the students. 
Neither do I reguire any focus on written texts, but rather 
suggest they use their everyday social reality as a "text"
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as well. When I introduce my students to the notebook, I 
usually have a notebook entry I wrote as an example. While 
I encourage them to respond to this entry, I also provide 
them with a number of possibilities with which to express 
themselves in their entries. The possibilities range from 
responses to and reflections on our classroom activities, 
textbook readings, media exposure, knowledge they have made 
in my or in other classes, campus activities, etc. I leave 
this much room for the students because, like Rose, I 
believe that the students
... need opportunities to talk [and write] about what 
they are learning [not only in the composition class 
but in their overall educational experience in 
college]: to test their ideas, reveal their 
assumptions, talk [and write] through the places where 
new knowledge clashes with ingrained belief. (194)
In my comments I try to move into the space the students 
leave in their entries for negotiating meaning. For 
example, when the students write about knowledge they made 
in another class, I try to engage them in making sense of it 
in connection with our class or in connection with my 
knowledge or my guestions about the subject. These 
dialogues help me to mediate, that is to initiate the 
expression of otherwise possibly unseen relationships, 
between our different realities (including our knowledge) or 
between the knowledge of the different classes. In
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addition, the entries provide me with a good source of 
student writing that is completed without the immediate 
pressure of grades or assignment reguirements and that 
therefore sometimes differs from the writing students do 
based on assignments— differences we then talk about in the 
conferences.
This exchange and the accompanying assurance of the 
value of the students' cultural identity as expressed in 
their writing are essential. For classroom settings that do 
not value the students' social and cultural reality— as 
Heath found— tend to ignore the cultural specifics of the 
students' cognition and thus to decrease the students' 
motivation and result finally in poorer academic 
performance.
Participating in each other's being and consciousness, 
thus in the formation of each other's cultural and self- 
awareness means that our approach to teaching multicultural 
literacy would necessarily have to be interdisciplinary, 
exploring to a much greater extent the connections of 
rhetoric to other disciplines than it presently does, in 
particular anthropology, sociology, and psychology. For 
example, when we use rhetoric to participate in each other's 
being, we encounter as well as arouse certain emotions. Yet 
as Wurzel observes with regard to multicultural education,
instruction and curricula most often treat knowledge
[and literacy] as separate from the personal or
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emotional... Seldom do we deal with the values and 
complex emotions encompassed in belonging to a 
particular group. ... Understanding one's own cultural 
reality is both an emotional and intellectual 
experience. (8-9)
This emotional dimension of cultural self-awareness and 
of intercultural interaction was very obvious in the 
responses the students gave to the survey questions. They 
revealed a broad spectrum of complex and intense feelings 
such as resentment, fear, insecurity, inferiority, hate, 
hostility, compassion, pride, etc. which are too seldom 
reflected in composition theory on multicultural literacy or 
in multicultural readers. Only recently have there been 
isolated calls for uniting private and public discourse 
(Tompkins) and for recognizing and integrating into teaching 
the emotional dimension of literacy (Sosnoski). Exploring 
the split between the emotional and intellectual dimension 
of literacy, Sosnoski argues:
Students should learn to theorize their own pain and 
help others in similar situations to do so. As 
emergent intellectuals, they should be able to turn an 
inarticulate feeling into an articulate emotion as well 
as to take an inchoate problem and articulate it as a 
theorem. Intellectuals deal with both emotions and 
ideas. (210)
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Students need to learn to use their emotions constructively, 
especially in a class that approaches multi/cultural issues 
by attempting to construct cultural identity, self- 
awareness, and a new consciousness.
Another major aspect of the pedagogy of cultural 
mediation and intersubjective sensitivity is the recognition 
and conscious application of the dialectics between cultural 
self-awareness and awareness of others and their 
interconnectedness. It is similar to the dialectics between 
consciousness and material condition. Cultural self- 
awareness is largely influenced by others and by the 
awareness of others. On the other hand, cultural self- 
awareness influences and changes the awareness of others. 
Both phenomena are interdependent and construe and construct 
each other. As Wurzel explains with regard to multicultural 
education,
The improvement of communication with others...involves 
a willingness and ability to examine and understand our 
own cultural patterns ... Often it is not until we 
confront other cultural perspectives that we begin to 
guestion our own. It is important that curricular 
programs ... present material that will allow students 
to relate the contents to themselves and help begin 
this process of self-discovery .... In short, the 
stimulation of cultural self-awareness fosters a more 
meaningful understanding of other cultures. (7)
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Of course, we cannot presuppose that all our students have 
examined their own cultural patterns to the same extent. On 
the contrary, if the survey is any indication, this aspect 
of multicultural literacy should probably form one of the 
foci of the class.
The final major cornerstone of a pedagogy of cultural 
mediation and intersubjective sensitivity is a social 
constructionist approach to knowledge and learning. Such a 
pedagogy acknowledges that the students' experience, 
reality, and knowledge are just as socially constructed as 
that of everyone else, including the teacher. Therefore, it 
serves no point to judge the students' reality or 
experiences and related values and attitudes. Instead, they 
need to be respected, explored, and taken as the point of 
departure for all classroom activities. This also means 
that in our writing assignments we need to consider two 
essential guestions with respect to the student's reality. 
First, "which texts and writing tasks does the student 
engage in as 'ours' and which as 'theirs'" (Ferdman 195)?
And second, "What relationship does the learner perceive 
between the tasks assigned in school and his or her cultural 
identity? Must the learner change his or her self-concept 
in order to do what is asked" (Ferdman 198)? If so, how can 
we facilitate this process so that the student experiences 
it as a constructive act with regard to her or his cultural 
identity?
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For Freire, this aspect of a pedagogy of cultural 
mediation and intersubjective sensitivity would mean that 
the students be afforded enough room in the class for their 
own individual conscientization processes. The teacher 
would not interfere, for example, by determining the point 
of departure for the student, requiring her or him to be 
international and "step outside of their experience" when 
the student is in the process of being personal, 
interpersonal, regional, or national, or of experiencing the 
relations between their being personal and their being 
national or international, etc.
To make sure the students take responsibility and 
action with regard to their own conscientization process, 
Freire suggests the concept of "generative themes," which in 
their interaction ultimately constitute the "thematic 
universe." These themes are "generative" in the sense that 
"they contain the possibility [through asking various 
questions about the themes] of unfolding into again as many 
themes, which in their turn call for new tasks to be 
fulfilled" (Freire 92). The theme of life transitions, for 
example, could through various questions lead to many other 
themes such as change, ways and reasons human beings 
initiate change, ways of responding to and coping with 
change, cultural transition, culture shock, etc. 
Demonstrating the educational value of generative themes, 
Freire argues, "when carried out with a methodology of
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conscientizagao the investigation of the generative theme 
contained in the minimum thematic universe (the generative 
themes in interaction) thus introduces or begins to 
introduce men [sic] to a critical form of thinking about 
their world" (95).
Structuring the learning experience around generative 
themes that contain the students' experiences and reality 
also makes it possible to apply the experiential approach to 
teaching and learning. This approach has the advantage that 
it
allows the individual [students] to manage and share 
responsibility for their own learning with their 
teachers. [It can] provide opportunities for a person 
to engage in an activity, review this activity 
critically, abstract some useful insight from the 
analysis, and apply the result in a practical 
situation. (McCaffery 170)
This experiential approach with its use of the dialectics 
between action and reflection is also part of Freire's 
pedagogy of conscientization and Berthoff's pedagogy of 
knowing. Demonstrating the essential part reflection takes 
in this pedagogy, Freire explains, "...reflection— true 
reflection— leads to action. On the other hand, when the 
situation calls for action, that action will constitute an 
authentic praxis only if its consequences become the object 
of critical reflection" (53). The way the model can be
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applied in the composition class can best be demonstrated by 





(planning more effective (sharing, comparing,
post-workshop behavior) contrasting, reflecting)
-==•■.. ; generalization •(drawing conclusions, identifying 
general principles)
The composition class, however, would focus on the process, 
generalization, and application phases. The experience 
phase could consist of the actual experience of the students 
or a reading experience related to a generative theme such 
as transitions— home to university culture; regional 
transitions; moves; age transitions (e.g. adolescence- 
adulthood); life transitions, e.g. marriage; cultural 
transitions, etc.)— or human interaction, such as between 
human beings in different power positions (e.g. interactions 
between child and parents, student and teacher, employer and 
employee, dominant culture and dominated culture, etc.).
The interaction of the theme with other themes can be worked 
out through various questions and investigations into the
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theme— as they appear relevant to the students— in the 
process of experiential learning. In working with the 
generative themes, the activities of sharing, comparing, 
contrasting, reflecting, drawing conclusions, identifying—  
in Berthoff's words, "naming, defining, opposing" (Making 
Meaning 8)— provide the opportunity for the students to 
discover writing as a way of thinking and reflecting as they 
write their way through to comprehending their own 
experiences including how their experiences relate to those 
of others.
Structuring the learning experience around generative 
themes also makes it possible for the students to follow 
their conscientization processes as they correspond to their 
social reality and accordingly their stage of development in 
the conscientization process. Since the themes are located 
in various "concentric circles, ... continental, regional, 
national, and so forth" (Freire 93), the students can 
explore them in the "circle" that seems most pressing to 
them at a particular stage in their development.
For more practical considerations, I will suggest a few 
generative themes that seem particularly relevant and 
effective in a multicultural literacy class if we define its 
goals as the achievement of a new mental and emotional 
consciousness through multicultural literacy.
One generative theme that is very much rooted in the 
immediate experience of our students is the theme of
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transition. We can assume that most students experience the 
transition from their home culture to the student and 
academic culture as more or less stressful and complicated, 
somewhat similar to the ways my students described it in 
their essays (see the student essay excerpts in Chapter IV). 
Granted, every student seems to experience the transitions 
to college life in a different way; thus it might be a more 
immediate and urgent issue for one student than it is for 
another student. However, the phenomenon of transitions in 
life makes an important generative theme in the composition 
class because transitions are experienced so differently and 
recur on so many different levels (personal, interpersonal, 
cross-cultural) as well as the fact that they are so closely 
related to the two states (e.g. cultures) the transition 
occurs between. Also, transitions, in particular the 
transition from the students7 way of life at home to that of 
the new environment at the university, are very immediate 
problems in the development of people, especially in the 
development of young people who have not had as much 
experience with this phenomenon in their personal 
development as adults tend to have had (simply due to the 
fact that they have lived longer).
The composition class now has the unigue advantage that 
almost all the students go through a transitional phase 
since almost all students take it in their first semester. 
So, as instructors, this offers us the chance to create an
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environment in which the students can learn from their own 
direct experience through sharing it with others who are in 
the same situation and writing their way through their 
transitional experience thereby discovering writing as a 
means of learning.
Also, the generative theme of transitions is broad 
enough to leave room for students that want to write about 
personal issues such as transitions in their lives as well 
as for students who prefer not to write self-reflective 
essays (which served as part of the rationale for Kehrer, 
Hunter, and McGlynn to construct a course in which students 
would "write about the world"). If these students chose to 
investigate, for example, why a transition in a cross- 
cultural essay is described in a certain way— maybe, why the 
described experience is so different or similar to their own 
experience— and would thus prefer to write about a specific 
(social, political, anthropological etc.) aspect of a chosen 
culture, they would certainly be encouraged to do so. The 
writing workshops in which the students critique their 
papers would also provide a great forum for the students to 
experience the interaction of the various sub-units of the 
generative theme— they could learn about the different 
meanings other students made of their transitions or of 
those described in the readings. There are a number of 
anthologies of short stories and essays whose themes are 
transitions, for example On Being Foreign by Lewis and
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Jungman, a collection of twenty short stories by authors 
from different cultures on cross-cultural or multicultural 
transitions that could serve as a good source here.
The important point, however, is that the students 
would explore cross-cultural interactions— here in the form 
of cross-cultural transitions— because they decide this to 
be part of their learning process. This exploration would 
not be predicated on the assumption that they are "ignorant" 
(possibly due to the observation that they could not locate 
Egypt on the map). Nor would the students be "offered" a 
remedy with the implication, "there is something wrong with 
you, now swallow this and you'll be fine." This is exactly 
the insensitive disposition we want our students to avoid 
when approaching another culture. More than likely, we 
would be quite appalled if a representative of a different 
culture approached us saying, "This is what is wrong with 
you. Now, swallow this and you'll be fine." Yet, this is 
exactly what many of our students experience when they are 
trapped in a traditional multicultural composition class.
Another valuable generative theme for a possible 
assignment, which could encourage conscientization, is that 
of the potentials and limitations of human cognition 
including its sub-units ethnocentrism and stereotyping. 
Rather than fearing the term "ethnocentrism" as denoting a 
deficiency in need of remediation, students could discover
ethnocentrism as
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a universal phenomenon, closely tied to the survival of 
the group and the preservation of the individual's 
social identity within it .... Ethnocentrism is 
inevitable since it is rooted in the impossibility of 
escaping from one's experience ... all is perceived in 
relation to ourselves. (Wurzel 6)
Similarly, students could discover the reasons and functions 
of stereotyping. Without reflections on these mechanisms of 
human cognition and human thinking (again, we would need to 
explore our ties to other disciplines like psychology or 
anthropology), multiculturalism could hardly be approached 
successfully in a literacy class.
Of course, the students do not need to be approached 
with terms like "ethnocentrism" or "human cognition," but 
rather on the basis of their own experience. When we 
approached this theme in my class, for example, we started 
with the students' high school experience (which is, of 
course, available in abundance) and explored their adherence 
to certain groups that were— as we found out— more often 
than not labeled or stereotyped. I found a good source for 
these purposes was the movie The Breakfast Club— a movie 
devoted to the exploration of high school stereotypes. In 
our class discussions, we then moved from high school 
stereotypes to college stereotypes, gender stereotypes, 
cultural stereotypes, etc. and of course the general concept 
of stereotypes. In their papers, however, an exploration of
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a single stereotype, the students were left to choose a 
stereotype they considered most relevant to their own social 
experience. In the conferences, we talked about their 
papers and their stereotypes, and I tried to offer 
additional readings to help discover possible multi/cultural 
conditions of their stereotype.
Not only did my students learn from their papers, but 
their papers also gave me an excellent opportunity to 
explore what they drew from— their experience. I learned 
about the stereotypes and the realities of sorority sisters, 
fraternity brothers, hicks, welfare-cases, etc. Coming from 
a different culture (not only in the sense of academic 
culture, but a different country), the insights I received 
from my students7 papers exploring aspects of their culture 
were invaluable.
Of course, an instructor will never "know enough" about 
her or his students7 culture; this is not the point at all. 
The point is that s/he be conscious of her or his role as a 
cultural mediator and as a demonstrator of intersubjective 
sensitivity in a multicultural literacy exchange.
VI. CONCLUSION
There are, then, these three means of effecting 
persuasion. The man who is to be in command of them must, 
it is clear, be able (1) to reason logically, (2) to 
understand human character and goodness in their various 
forms, and (3) to understand the emotions— that is, to name 
them and describe them, to know their causes and the way in 
which they are excited.
Aristotle, Rhetoric
Educators, including composition theorists and 
instructors, have been eager to respond swiftly and with the 
best intentions in their teaching to present globalization 
and multiculturalization processes. However, since 
multicultural education and composition are rather recent 
fields of inquiry, multicultural education in composition 
has yet to be fully explored. In addition, multiculturalism 
and multicultural education are currently entangled in a 
crisis situation in which "the mere survival of 
multicultural education without its healthy development 
might be a fate worse than death if survival in an 
attenuated form fosters negative attitudes toward diversity" 
(Garcia and Pugh 216). We are at a crossroads where we need 
to make important explorations and decisions with regard to 
rationales, approaches, and methods concerning the teaching 




Perhaps, we were somewhat too eager or too fast with 
our attempts at responding to the new social situations; we 
may have tried to solve the problem with a pre-global 
understanding of the situation and a monochronic concept of 
time, according to which people like to have overt solutions 
to problems instantly, right here and now. Unlike many 
other cultures, it often seems to be quite difficult for 
those of us who are of Northern and Central European 
background to have longer "periods during which people are 
making up their minds or waiting for a consensus to be 
achieved" (Hall 40). Consequently, explorations of various 
aspects of a problem, such as long-term consequences or 
involved emotions, are likely to come short. Thus, 
multicultural discourse is plagued with absences such as the 
exploration of white ethnicity, the questioning of the 
notion of "self" and "other," etc. that have in effect 
counteracted the initial intentions of multiculturalism— the 
elimination of racially and ethnically unequal power 
structures. Likewise, multiculturalism and multicultural 
education have commonly been understood as content-focused 
models attempting to explore and "accept" the "other" rather 
than as processes concerned with the refiguration of social 
thought and the emergence of a new consciousness.
With regard to multiculturalism in the composition 
class, it seems that one of the neglected aspects is the 
emotional dimension of multicultural literacy and rhetoric—
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an essential part of our field according to Aristotle. 
Neither have the specific cultural dynamics in our 
classrooms and the ways they affect our literacy exchange 
with our students been explored to a sufficient extent. 
Likewise, the dialectics and interconnectedness of cultural 
self-awareness and awareness of others in the 
conscientization processes of our students has come short in 
our explorations. Altogether, it seems that various 
interdisciplinary investigations into many other social, 
psychological, anthropological, political, and economic 
influences on multiculturalism and the development of 
multicultural literacy are required in order to consolidate 
our pedagogical basis for teaching multicultural literacy. 
After all, teaching literacy is teaching about human beings 
and the ways they interact socially, culturally, 
economically, and politically.
While these aspects of literacy education still require 
a number of theoretical investigations, they also call for 
practical applications. One of these applications is a 
pedagogy of cultural mediation and intersubjective 
sensitivity. Although important in any classroom, such a 
pedagogy is essential in a classroom in which students 
engage in literacy— the most social of human actions— as a 
means of conscientization and of participating in the 
creation of a new consciousness.
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I hope that the thesis will start a crucial line of 
inquiry into this pedagogy, including the emotional 
dimensions of multicultural literacy, and thus into the 






The below survey is intended to identify your feelings and 
opinions regarding multiculturalism; all data gleaned from 
this survey will be used in my research regarding this topic 
and the teaching of composition. Consequently, I would like 
you to try to answer each question as honestly and 
comprehensively as both time and space allow. Do not worry 
about being politically correct— that is not my goal. 
Instead, try to identify first how you feel about the topic 
and second, the response the questions elicit for you. I 
greatly appreciate your support in my research. Thank you 
very much for your time and effort.
(1) What is multiculturalism? What purpose does it serve?
(2) What is your initial response when you hear the term
"multiculturalism" or the phrase "celebrating cultural diversity"?
(3) Do you feel multiculturalism has any relevance to you personally? Why/not?
(4) A) Have you had any personal multicultural experience, 
for instance with a friend, class mate, or family 
member from a different culture?
How close are you to her/him?
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How often do you interact with him/her?
B) Did you find anything different about interacting 
with that person as opposed to interacting with 
somebody from your own culture? What?
(5) Do you feel you have a culture? What is your culture?
(6) What aspects of your culture would you want to have taught to others?
(7) Was multiculturalism ever part of your educational 
experience (high school or college)?
If yes, what did you think about it?
If not, would you have liked to have had it?
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(8) What advantages/disadvantages do you expect from being 
exposed to multiculturalism in your education?
(9) Would you find it interesting to write about
multicultural issues in a composition class? Why/not?
(10) If a comp class focused on multicultural issues, would 
you prefer to know about that focus before you register 
for that class? Why or why not?
(11) In a class with a multicultural focus, do you think
your culture would be given fair and equal treatment? 
Why or why not?
Would it be important to you?
I, the undersigned, do hereby grant Doreen Starke- 
Meyerring the right to use my responses to the above 
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